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Introduction

The papers contained herein were collected from presentors at
at the Spring 1979 series of workshops conducted jointly by the
Texas Center for Deaf~Blind and'the twenty regicnal educatioin ser-
vice centers in the state of Texas. The workshops were organized
and conducted to respond to the priority inservice needs of edu-
cators working with deaf-bp “nd and severely handicapped s+=udents.

Services for the deaf-blind and severely handicapped have
grown tremendously in the past few years. Those who have been
working as educators in this field possess a great deal of know-
'+ ledge concerning the theory and techniques for working with this
population. C(Conferences and papers such as these are important

in disseminating the kind of practical, useful information so
necessary to good programming for these students. These papers
are published in the hope that personnel in the field will conti-
nue to share, argue, and discuss ideas that will make educational
piogramming for ‘re deaf-blind and severely handicapped the best
it can be. -
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Spring 1979 Workshops for Personnel .
Serving Deaf-Blind and Severely Handicapped .

February 1-2, 1979: Galvesfton, Texas (Cluster D)
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[}
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Bouchard Enright.

'Prevocational Rrogrémming = Gretchen Stone

February 7-8, 1979: EL Paso, Texas (Clustey A)
Motor runctioning - Marilyn Smith and Marianne Forman
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. Administrative Issues - Ken Crow

Issues and Programming for the Severely Handicapped - Kitty
Dorsey '

March 1-2, 1979: Austin, Texas (Cluster E)

Body and Sense Thinking and the Multihandicapped Child -
Dr. Harry Wachs -

Techniques for Self-Abuzive énd Self-Stimulatory Behavior -
Dr. Richard Neel

. Early Childhood Language and Its Socilal Substrate -
- Dr. Louise Kent :
March 7-8, 1979: Dallas, Texas (Cluster C)
. Communication - Dr. Inge Bre:herton

Social Development in Deaf-Bllnd Children = Dr. Paullna
Fernandez

. Prevocational Training - Betsy MeGinnity, Dennis Dildy

. Workshop for Related Services Personnel = Tom V
Cynthis Jor 5



_April 3-4, 1979: Abilene, Texas (Cluster B)
. Self-Help - Dr. Tom Jones
. Prevocaticnal Programming - Frank Simpson

.. Related Services - Cyrthia Stone, Karen'Clegg, Susan Metzgern,
and Tom Valentine -
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PLAY: AN INSTRUMENT FOR GROWTH “IN
MULTIHANDICAPPED CHILDREN

Peboraj Bouchard énright

The purpose of this paper is to consider the implications
and uses of play as a tool for promoting intellectual develop-
ment in children. "It is evident that play activity enables
normal children to learn about themselves and the surrounding
environment. It follows-that play must also contribute to the
development of sensory and motorically impaired children. This
realization provides a foundation upon which appropriate inter=
vention strategies involving play can be built. Our observa=
tion of young children interacting with their environments tells

. us two very important things regarding the way children lecarn.

o

e
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Unlike older children and adults,-who have developed reasoning
;abilities for solving even the most difficult problems that arc
‘encountered with a thought-out "plam of attack", the voung child's
method of learning is remarkably diff- =nt. o : Lo

Learning Channels=-Input and Organizatioﬁ
e
sensory

We observe children galning the flrst bits of information
about themSelves and their environment through their proximal
senses of +ouch taste, and smell as wel) as their distal senses

'"of sight ‘and sound. What marvelous tools, ready-made for use

right at birth. wWhen we begin to take a close .Jook at the world
which surrounds children, we realize whét an abundanu amount of
complex SLmulatlon ‘hombards the children daily. How do they even
begin to’ sort it out and make sense of 1t allz?-

. ALCOldlng to Jean Plaget, and many 6fhers who share hls viaw,
children-.are‘natural- born, organizers of information. Because
their senses provide them with the necessary means for gathering
1nformatlon, their first thoughts of what the world is all'about
are registered, in their minds as images of objects or peOple that
vary in color, 'intensity anérpattern, sounds that range in pitch, -
loudness and duration, and tastes. which offer a variety of tek-
tures.' With each new encounter with a sensory experience,. child-
ren are taking in information and storiny it away into. ‘memory .
compartments. Eventually these perceptlcns will increase in
nuniber and complexity to provide a valuable reference for later
manpal and Verbal expresslon._

Motor . ' A . .

What about movement? When we see chlldren lylng in their
gribs or propped up in their chazirs, we understand how derthY '
e .

' v -BI_‘
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sensory 1ﬁformatlon impinges on them. They have to do so very
little at first, or so it seems, to synthe51ze env1ronmenta1
cues around them. But let's look again. -

. Older sister is trying to help mother by keeping a watchful
eye on her baby brother. B2ll of a sudden the shiny red rattle
that she is holding in front of baby is displaced to one side,
no longer directly in baby's line of vision. Baby begins teo cry,
concluding- that .the rattle has disappeared. Quickly, sister
brings the rattle in front of the baby's line of vision and
once again attention to the rattle is refocused. - Minutes later,
the rattle is displaced to the side again but this time baby
follows it, realizing that although it is displaced, it has not
disappeared. Here we see one of the first signq of movement
guiding perception. In this situation, the baby has learned
that the object has not disappeared into thin air, but merely
has moved. In order to maihtain visual ‘contact with the object,

" the- baby learns to coordinate head movements to follow the

"path’ the object has taken. Visual tracklﬁg becomes a skill

which ‘the baby will call upon again and again as he/she seeks to
maintain contact with the interesting people‘and objects in his/her
env1r0nment.-". - T

Senspry-Moﬁop Intelligence

During this pre-lingual period, experiences with interesting
sights and sound increase in;conjunciion with maturation of the
central nervous system. This will bring eye-hand and ear-hand
movement under more refined control.  Increased mobility also
begins to expand children's horizons. As they move ardund,
reaching out inté the environment with intention and purpcse and
increasing coordination, they exhibit practical.know-how.by using
'various means and activities to obtain what they desire.

This knowing is not simply a registering of c\enscn:"y stimuli
but it also anvolves motorically interacting with objects. These
self-initiated; exploratory activities allow naturally curious
children to become less dependent on others for the stimulation
that leads to, learnlng and more reliance on themselves. .Early
sensory-motdr experiences form the foundation upon wnlch all
later intelligence develops. , ..

-

. # "
Implications for the Handicapped Child

We can immediately understand why the visually or auditorally.
impaired child, is at a distinct disadvantage as an active learner.
The auditory or visuwal information that is relayed to the brain is
distorted or incomplete. The normal child's pérception of a ball




is an objeoct ted in color, smooth in texture, and loud when bounced
on the floor; all experlenccs that add to the child's memory of a
ball. These unique experiences with objects ofgn elude children,
with a sensory impalrment. ‘As a result, these children are~less
aware of their environment and all too often, only interested in.
their own bodies for stimulation. A newly acguired rolling move=
ment soon turns into a repetitlve form of sglf—stlmulatlon, which,
if left unchecked, increases in duration and [frequency and *pre-
vents the child from developing other types of movement that

lead to.growth and learning. 1Instead of hand play evolving into

a purposeful reach and grasp pattern, it develops into a persevera-
tive waving action that has no meaning and leads only back intp '
the child's own body. These ritualistic behaviors add nothing to
the child's understanding of the environment and therefore must {
be modified. Sensory impaired children may lack drive toward
or interest in mastering the outside world because they are not
aware of what exists around them.

Motorically impaired children are at & different disadvan=-
tage. Although thay have the capacity to perceive information
and observe People and events in the immediate surroundings, their .
inability to act upon the environment directly affects the amount
,of information they can obtain. Because moveoment allows .children
an opportunity to develop hody image and explore their énvironment,
motorically impaired children develop the concept of self and
non-self at a slower rate. Children must establish this concept
of 'me' apart from 'not me' before a method of communication can
be learned. -Otherwise the motor act of imitation, which lcads
directly to communication, is also affected. :

[
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D A Guide Towards Intervention

0

It becomes quite obvious when deter.ining intervention ztrato-
gies for these children, that the role of the teacher or primary
caretaker is not to sit back and allow. self-discovery to take its
course. Learning cannot he left to chance occurrences and random
critical encounters with the social and physical envirdnment.
Otherwise there is no guarantee that the children will have the
necessary. expoeriences that 1ead to a fuller understand:ng of the
world arcund them.

As various intervention strategies are implemented, there are
two types of reactions that may occur. Lach can he used as a
guide to determining the proper level oF exposura kLo new materials
and lcarning situations. . )

The flrst type is an over reaction. Out of concern for the
children's devclopmental delays and in an efforl to help them
"catch-up" with their peers, the teacher or primary caretaker may
push the c¢hildreén into skill acquisition too soon. Often they
respond by bhecoming visibly upset, with poeriods of crying and




-,

considerable clinging. The children are obviously confused and
are ogver reacting to their -confusion.. - e o

The second type of reaction is even more harmful. In this
situation the children do not over react or under react but
merely acquiesce, 9giving in to the demands placed upon them. - As
a result, they learn the skill in a rote manner. The teacher is \
_happy., but the skill the children have learned has no meaning

and contributes nothing to their understanding of the world.

More importantly, it sets a pattern of learning that does not
promote development of problem solving strategies. An example

is children who have learned how to count to ten. If you ask
‘them to give you twoO blocks from the pile they are playing with, -
often they will respond -inappropriately and give you three, or |
sometimes none at all. They have learned a non-generalized skill,
reciting .the names of the numbers in order, that does littie to
contribute to their understanding of numbers. Many children use
number names, few have a perxception ¢of number, Let the “children
feel the blocks and "see" their shape and note how they fit
together or fail to do s0. We make our mistake in not allowing
mainpulative play to run its course. While the cnildren still -
want to know "how it handles", we are asking them to let the .
materials be representational. We are symbol conscious with no re
evidence that wé should be. The problem arises when we place
greater value on the spoken word than on the development of ela-
boration of thought through problem solving situations. '

]

The Significance of Play

i/

Learning Style ° - . ' . . v

If we observe for a moment and allow children to show us
their level of exploration and experimentation with objects, we
are likely to find an abundance of information abqut their learning
style. Their spontanecus 'play patterns will reveal the best .
channe?) or channels for learming. When we hand them a toy, do they
visually examine it, hold it .sxt to their ear and shake it: or
do both? Perhaps they depend more on tactile input to find out
about the toy by poking their fingers into.it or squéezing it?

Motivation

Since play is one of the highest forms Qf motivation, Observing
children's play behavior will give us’the most accurate information
about their capabilities. When engaged with a toy they find
interesting, they aré obviously involved:with.it out of their own
choosing; otherwise, it would be discarded. It is-a pretty safe
assumption that if we incorporate that favorite toy into a
learning activity, the chances of maintaining the children's atten-
tion are increased:. Walking a few steps suddenly becomes an’ acti-
vity which the children engage in readily when they know that their
favorite stuffed monkey is just a short distance away.

. f o . , g
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Assessment
Aside from the factors of motivation and sensory channels
there is even more critical information that can be gained by
observindg children's play - their level of development. Play
provides us with the purest assessment of children's level of
functioniny in all'areas that contribute to total development.

A comprehensive evaluation of children who have a sensory and/or
motor impairment should include cbhsexwation of the child in a
free play situation. 'These children cannoct always respond
adequately or aucurately to standard assessment methods. Ob-
serving children in their natural setting may reveal a more
realistic picture of their abilities, lending. ingsight into their
level of maturation, communication and.intelligence.

As we observe childrven play with their fdvorite rattle,
do they only shake it back and forth using a simple ‘waving motion
or can they transfer it f£rom one hand to another? Are the motor
actions employed with an object simple or complex? We know that
if they can transfer the rattle, they are probably going to be
able to transfer other objects of similar weight and size.

Is their level of sdcialization such that they attempt to
share their toys with a person or ace they unable to engage. in , -
reciprocal interaction, content to play by themselves and un-
aware of other people around them? If the.latter; they are then
at a level where differentiation of gelf from other has not
occured. Their view of the world is limited“tolwhat they can
do with their body to create an interesting experlence. Any-
thing occurring beyond the perlphery of their body boundary is,
“hardly noticed. 1If they do engage in interaction with a person,
the object initially is the primary focus of attention. Any new
type of play form assigned to the rattle, such as rolling it on
the floor, may produce an imitative response from the child, - -«
These initial attempts at copying motor actions L?ad to the very
highest form of imitation - the social language ol our culture.

If the rattle is placed out of reach, how do the children
retrieve it? Do they take advantage of a nearby toocl, pulling a
blanket that the rattle is resting on, thereby demonstraflng an.
efficient problem solving strategy: or is such assistance over-
loocked as they rely on People to assist them in getting what
‘they want, they are beginning to develop an Understanding of the
lnterrelationshlps between objects and people. These initial
concepts become refined as we develop into thinking adults, but
they have thei: origins here in the very early years of life.

Cducational Implications

Often, children with sensory and/or motor impairmemts are
not accustomed to express and involve themselves in play. Inter-

"
'
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action with objects is characteristically concrete and inflexible.
Beginning play is simple: mouthing objects, turning them and
evéntually transferring them easily from one hand to another.
These actions may not be spontaneous, therefore, assistance and
encouragement from a source other than the child will be neces-
sary if exploration of this sort is to continue. If there is
Some attempt towards play, there are several things the teacher
‘canh do to enhance this learning situation. The child obtains a

. favorite rubber rabbit that has been placed within his/her reach
and begins mouthing it. Since this is also a squeak toy, the’
teacher or adult can guide the child's hands in, squeezing the

toy; thereby co-actively demonstrating to the child another,

more novel way to play with the rabbit. Not only it the squeezing
action a more complex form of exploration but is also gives the
child additional information about the toy ~ it produces sound. .
. After the child 5pontaneously begins squeezing the toy rabbit
on his/her own, other squeeze toys should be introduced.. This
affords the child with many opportunities to practice his/her
newly learned squeezing action. It also reduces the chances of
this newly acquired action from devel®ping into a conditioned,
non-generalized response. Hopefully, squeezing will become an
‘exploratory technique which the child employs with many objects
‘he/she encounters. , ,

Eventually, the chid\srepertoireof play actions will increase
in gquantity ahd complexity until they hold more socially signifi-
.cant meaning.” Instead of sgueezing the rabbit, play may take a
higher form whereby the child demonstrates how the rabbit hOps.
From a developmental perspective, we would hope that the child's
interaction with the object would'eventually lead to his/her
ability to name it. Thege initial experiences with objects form
the foundation for later acqui51tion and expannion of languageh

The adult's role .in sharing and ragulatinq the pool of multi=~
sensory experiences is most significant. Physical contact with
the immediate envirorment is not always possible for Visually or
motorically impaired children.. Stimulation and instruction must.

. compensate for the children's restricted awareness. Simply

i

placing objects within the children's immediate physical sur~
.roundings increases the chances of interaction, but quantiby of
exposure to objects is not sufficient., Interaction with objects
must hold meaning for the child. The adult can act as facilitator
in .guiding the child's exploration so that each attempt has quali-
tative significance.

Of primary consideration is a proper balance of multi-sensory
stimulation. Just as the normal child perceives an object in a
variety of sensory contexts, so must the handicapped child be
allowed to experience an object in more than one way. Any addi-
tional information obtained about the taste, touch and sound of
the object strengthens the child's association and depth of



understanding about the experience. Care should be taken not to
bombard the child with objects and people; otherwise, confusion
and frustration could develop Exposure must be gradually regu-
lated according to the child's 1nterest and desire to manipulate-
objects.

. Btructured play alone is not sufficient. According to e
Piaget (1962) unstructured play allows children to take in real-
ity in their own egocentric and idiosyncratic way. During a
period of free play, children make the transition from infantile
to more mature levels. They begin to take note of similarities
@nd-differences, sorting objects on the basis of these charac-
teristics. These early attempts at classifying information aid
children in their understanding of people, objects and events.

A cup can be something. to bang, roll or £fill before children learn
to drink from it. Time must be allowed ‘for the exploraticn of an
cbject before it's actual function i8 demonstrated. If children
are engaged with a form of play that they have chosen, the chances
are.that their intérest and attention will be sustained when the
adult introduces a new form of" exploratlon”

The Rolé of Language

1

Structured and spontaneous play experiences will do much to
foster children's growth. Teacher-~initiated play activities and
.. free play sessions will provide oécasions for n n=verbal communi-
cation. As children and adults interact with one another through
objects, these actions.are often silent because the child's level
af verbal communication is not vet develoPed but are they meaning-
less? B1l too often we place excessive emphasis on the spokan
word., At this stage of development it makes more sense to allow
chlldren to show us.their cleverness. We must try to remember that
use of" arbitrary sumbols Wwe call words is a complex skill requiring
relevant and meaning ful experiences before acquisition can occur.

According to rurth (19?3) motor actions and sensory infor-
mation Yield images which are accumulated and stored. Only through
‘developed mental.images-of objects, people and events can children
begln to'assign the abstract symbols of words to represent these
images. Furth (1973} warns us to 'guard against the misconception
TthHat becauseé’ languagetls a tool for elaborating the thoughts of a
.Jdeveloped mind, it is also the primary. tool for the doveloPing mind

of the child. What i's ‘most meortant for the child whd is sensory
+ and/or motorltally handicapped, is.'use of a medium for communi=-
catlng which is most readlly percoived and understood. '

R P summary

Developlng the concept of play will take conszderabﬁe time:
- and effort., Progress will depend on the receptiveness of the




children to iggeraction with objects as well as their degree of
handicapping nditions. But once an attitude of play is estab-
lished, it can open up a whole new world to the children by
operating as a motivating force to increase their awareness of
-self and others, promote communication and eventually foster a
more elaborate and organized form of thought. -
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PROBLEMS IN MANAGING SELF-INJURIOUS
AND SELF-STIMULATORY BEHAVIORS

Richard Neel and Joan Kayser

. \bhanglng the behav;cr of severely involved chleren is a
'difrlcult task. Experience over the last few Years has shown
that the more severely involved the child, the more syttematic
the instruction must be. 1In fact, one could easily define .
severity of condition by the amount of systematic instraction,
required to show a consistent effect. Systematic instruction
usually involves a careful identification of the specific be-
haviors to be taught, a task analysis of the skills necessary
to acquire those behaviors, the careful pres—-ntation of Cues
fthat will prompt the beshavior, and then the application of con-
3 tingent reinforcement upon the presentation of the behaviors
by the learner. 1In theory., this procedure seems duites easy” to
apply, and indeed it is easy with a wide variety of children -
who have mildly handicapping conditions. Unfortunately, .it is
not an easy procedure to apply with children who are so severely
™.involved that they are usually engaging in self-injurious or
-self stlmulatory behavior.

Selfwinjur;cus or self- -stimulatory behavzcrs are frequently
considered to be maladaptive behaviors. This is not so. They
~are very effective in’controlling the environment of the child
and have a profound, vet 'predictable, effect on the people in
that environment. These behaviors are highly generalized be-
‘haviors that occur in the presence of a large number of stimuli.
It is because they are hJighly generallzed that they are so hard
to modify.. Consider -a child who greets every persgn or demand
with a tantrum or w:th a fit of hand biting or head banging .
How likely is it that “teachers, parents,; and attendants will
continue to .demand anyfhlng of the child under such circumstances?
It is more likely that these people will be intimidated and will .
_mreact in_ways which lessen the outburst.. They will then quickly
learn to carefully approach the child. who has changed? The
child? Probably not. The maﬂcr proportion of the learning was
' dcne by the adult. Addificnally, the' child has been reinforced
Jor engaging in tantiruming ‘or. head banging. Thls scenarioc re-
peats itself all too frequently in’ 'schoéls for the severely
involved. - What can be done about B2 o
. " The flrst tendency is to SUpPpPress the 1napprcpriate behav1ors.
The assumption is that suppressing these behaviors will clear the
way for teaching new behaviors to the child. This is probably
true for mildly handicapped children. I%Hisriess true, however,
for children who are severely involved. Ay lock at how severely
involved children learn will demonstrate wh "this is so. Figure -~
1l shows' a chart of a child who kas a high r e of head banging
(1napprcpr1ata behavic:) as shown by the dar black line. The
same child's rate of matching.colors is shcwn by the stippled
line near the bottom of the graph. Let's assuMi\:hat a decision
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is made to suppress the lnapproprlate behavior in hopes of in-
‘creasing the desired one. Such a condition is shown in Figure 2.
This condition could only occur if two things were to happen.
First, one would have to discover an effective punisher that
would suppress the inappropriate behavior and continue to sup-
press it until a new behavior could pe learned in its place.

The other condition is the dlscovery]of an effective reinforcer
that would increase the child's ratei of match.ig.  Both of these
conditions &Are theoretically possible but rarely occur in the
.real world., It is more likely that the chosen punisher will

have a limited effect; i.e., it will suppress the inappropriate
behavior but will not reduce it to zero. It is also qlite pos~
sible that the effect of the punisher will diminish over time.
The task of finding a consistent reinforcer is also a difficult
ong. Many children have few discernable reinforcers. The few
reinforcers that can be identified often lose their effective-
,ness over time. The result.is that the new behavicor is acgQuired
at a very slow rate, if at all, and the highly generalized be- '
havior will begin to.regain its strength and occur with lncreasing
£frequehcy. This condition is depicted in Figure 3.

Thus *he problem of decreasing the rate of a hlghly gener- .
alized inappropriate behdvior ard ‘congurrently increasing a
variety of competing hehavjors is a tpugh one. All too often,
taachers are instructed to withhold reinforcement of
the inappiopriate’ behavior and to systematlcally reinforce com=
peting ones. This strategy -is theoretically sound but is very
difficult in r ractice. Ignoring is often recommended as a - o
viable way to withhold reinforcement for these behaviors.. It
is, howevér, 'very.hard to ignore a c¢hild who is puttlng hls/her
hand down his/Her throat, Most adults are unwilling or unable
to consistently ignore this behavior while looking for a competing
behavior to reinforce. This type of problem makes modlflcatlon
of self-injurious or self-stimulatory behavlors a very difflcult
task .

L]

' /
4

T T T 88lf-Ifjurious Behaviors
It is helpful to distinguish between self- lnjurlous behav-

iors (SIB) and self-stimulatory behaviors when.designing effec-
- tive teaching strategies. These two types of behaviors seem to,
be maintained in different ways. Self-injurious behaviors are
often maintained by external reinforcement. 1In.a c¢lassic study,
Lovaas & Simmons (1969) demonstrated that the frequency of self-
injurious behaviors could be increased by the application of con-
tingent attention {(See Figure 4). . In.this study, the child in-
creased his rate of SIB whenever he was soothed and comforted
following each -incident.. This gtaph' dramatlcally shows how
teachers could inadvertently reinforce [the very behaviors they
were trying to-eliminate. It is even feeSLble that a child could.
be reinfotrced to destXoy himself/herself with attention from an

unwary helper. , . ¥

' ©W ;~
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. How, .then, can you reduce SIB? Another study by Bucher &
Lovaas {1968) showed that SIB could be reduced by placing a
child in an isolated room for an extended period of time (See - —
. Figure 5). Jones, Simmons & Frankel (1974) found similar re- ',
sults. The difficulty with thisg procedure is that a child will
increase his/her rate of SIB in the initial stages, and pay cause
himself/herself real harm. Even if there is no permanent damage
to the child, few adults are williny . to run the risk of harm nr
withess the eemingly/harmful effects.. The high rates of SIB
could be lessened if the extinction procedure were started at
the earliest stages of the’ problem. This, however, rdrely occurs,
The pevple most likely *tc come in contact with the child at an
early age would not bé aware of the effectiveness of ignpring, )
and they would 1nstead try to comfort a child who is obviously
80 troubled. \

What should a program‘for modifying SIB include? In most
instances, a program toimodify SIB should contain technigues for
decreasing the SIB and bulldlng competing behaviors. The sup-
pression of SIB will usually begin with the presentation of an
‘aversive but can be faded to include response COsSt or overcor- '
rection programs: There are several studies that have demon= ,
strated the effectiveness of these technigues (Azrin,, Gottlieb,
Hughart’, ‘Wesolowski, & Rahn. 1975; Kelly & Drabman, 1977;
Morrison, 1972; Sajwaj, Libet, & Agras, .1974; Wooden,, 1974).

The speciflc cne to use depends upon the severity of the be-
havior, the length of “time’ the behavior has been reinforced, the
training. and energy levels of the staff, and the resources, and
facilities, of ‘the scnool or institution. It is beyond the scope
of this paper to prov1de a set of rules for deciding which tech-
nigque to use under variocus conditions., The guccessful applica-
tion of & procedure-depends so much upon the Judgment -and perr,
‘gistence of the teachers involved, that it is probably impos=
sible to describe a get of rules that would work in a number of . -
settings. . Ingtead, the fOllowmng are two observations that have
proven useful teo a large® number bf teachers, when working with. .
--children who are-severely.-invelved,. (1) Change reinforcement - - =
cften.. . When‘an effective reinfo¥cer is found, there.is a ten-
«dency to continue to usé that reinforcer until it is no longer
‘effebtive. ' A more - practical technique is to f£ind more than one
‘reinforcer and change them on a random schedule. ' This will in-
‘ckease the probability of maintaining the reinforcere longer
than if they were used separately {2)" Reinforcers can be
strengthened by deprivation. .Food is more effective when the
.child is hungry. That seems obvious. The fact is that atten-.
‘tion is more effective when it is not liberally ¢given., This is-
alsc true for music, warmth, play activitiés, etc., .The basic rule
is that when, there .s ho effective reinforcer, one can be created,
by setting up minor deprivation states, It is then alsc possible’
to comdition less effaective reinforcers with the newly.created
ongs. It is a c.nstant strjggle to ‘build ‘and maintain reinforcerle'
. . L /o
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but teachers should-bé doihg it every day. This is especially
hard for tedchers to remember when they- presently have an effec~
tive reinforcer.

Success is not'aiwayé what it seems. A very interesting
problem that occurs when working with SIB is_that apparent suc-
cess Often turns into failure. when a child's SIB has been

‘reduced and another behavidr has been learned in its place,

most teachers feel they -have been successful. - Such a program

has substituted a highly generalized béhavior with & very speci- .
fic one.  Thi® will only be successful as long as the high rate
of reinforcement required to teach the behavior is maintained.
If the schedule of reinforcement is leaned, or if a new program

L is started because the old'oqg reached criteria, then a -Likely ce

' result’is the return of the SIB-V This happens because the' new

beHavior ig very specific, and it will not be reinforced often .
in the natural environment. Consequently, it will begin extinc-

,tion and become & stimulus for the return of the previously

o

’ The natural state of affairs is that most peOple have several
‘behaviors that are intérmittently-reinforced in the: natural

successful behavior (SIB). Lovass, Freitag, Gold, and Kassorla
(1965) -stated this phenomenon as a rule:. the withholdlng of
reinforcément from a previously reinforcel alternative can func-
tion as a discriminative stimulus .for $IB. Thus, fading of

.relﬁforcement or changing programs may produce the opposite |

effect of the de51red one. S .

\ LR . ' P
The -solution to thls problem is to maintain the new behav~
ior'until.a wide repertoire of behaviors has. been deveIOped

environment. It is unreasonable to expect a child to replace a

'-hlgh1y successful behav1or (albeit an-undesireable one) with a

easyT—— S -

very SPElelC ohe.” If "the teacher does not want the SIB to a' !
recur, then he/she must either teach a large number of behavwors '
to the child, or develop.another highly generallzed behavior

rthat will succedsfu’ly compete with the inappropriate one. Doth'

of ‘these tasks are very difficult with children who are severely
involved,“making’ the task of teachlng thege children far from .,

] " ' -~

- L +

. s ) - Self stimulaﬁlon‘ .
. _ , . L |
Selfﬂstlmulatory behaV1Or does not séem to reSpond to exter-
nal reinforcgment near¢y as much as_8IB. Several 1nvest1gat0fs
have showh that the rate of self-stimulation does not decrease
when reinforcement is withheld (Lovaas, Koegel,-Varnl,.& ‘Lorschy

-1975; Zegiob* Jenklns, Berker, & Bristow, '1976). BSelf- StlmulatiOh;

then, seems to serve another function for the child. Thére is ne
clear .explanatidn of that function, but a. .posgibility might run
like thisw First, .all people engage in the - same behaviers that
most would cgll self- stimulation. We are constantly moving our .

Jhand tW1st1ng our: halr, hiking ocur pants, stroklng our ChlnS

- -
_. Jooee . : "
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(with or without beards), and a variety’ of other little behaviofs
that seem to serve no ocutward purpose. wWe stop these -behaviors -
when we are engaged in purposefiil activity that requires our
hands, or when we become aware of social consequences for £he

-behavior. Interestingly, we do not permanently stop these be-

haviors, but rather, we temporarily suppress them or modlfy
them to meet the percelved social situation. .

For chlldren who have not acquired a large number of pur-
poseful behaviors the. high frequency of self-stimulatory behav-
iors may be very appropriate.  Consider newborn infants. They

_engage in such behaviors for a majority of their waking hours.

It is only when they learn other behaviors that thg frequency or
the topography of the response changes Thus the reduction of
self-stimulation may be vieweéd as a byproduct of learning. It
can even be’ u3ed as an independent measure of such learnlng

' When self-stimulation is viewed as a natural occurrence that,
is present only because of the lack of other learned hehaviors, :
then ‘the need to suppress it is less. .In fack, aElI etlmulatory'
behavior can be viewed 'as a potential reinforcer for new learning.
The task becomes one of teaching new skills rather thah ellmlnatlng

- self-stimulatory behaviors. . However simply this concept may -

stated, the task of teachlng is-a difficult one. Nevertheless,

the empha51s of our programs must be the building: of new'behav1orh)ﬂ$

The task is not to decide whether a specific .technique will work”™
but to discover under what specific circumstances it will work.
(All behavior operates in a predictable manner and can be changed. ) -

The difficulty is in ‘analyzing the conditions that maintain the

inappropriate- behaviors and designing environments that will. foster

~the acqu151t10n of new ones. This analysis. is by no means easy
I.and w111”requ1re the best efforts of all of us. - - .

"o
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Figure d. .Cumulativo se!f-destructive resoonses of Gregg
during seven successive sessions., Oiagonal
hatchmarks in sessions 3 and 5 indicate
occurrences of adults' attention contingent on
self-destruction. Extinction was in force
during the other sessions (Lovoas & Simmors,
Journal of Applied Behavior Analysis, 1969).
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Figure 5.

Cumu lative self-destructive responses of an autistic boy
during eight successive extinction sessions (Bucher &
Lovaas, in M.R. Jones (Ed.?, Miami sympoasium on the
prediction of behavior, (967! aversive stimylation, 1968).

Used with permission
University of Miami Press
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TEACHING SELF-HELP TO SEVERELY ANWD
MULTIPLY HANDICAPPED CHILDREN

Themas W. Jones

Anyone-=-parent, teacher, other professional, or paraprofes-
slonsl=--who has had the opportunity to teach severely or multiply
handicapped children can attest to the difficulty such compli- '
cated children have in learning skills seemingly acquired without:
effort by average children. Often it takes an inordinate amount
of expertise on the part of the person who must teach those skills.

- With these complicated children, the validity and importance of
self~help activities cannot be overemphasized, Self-help pro-

. gramming has implications for ncrmalization, independent func-
ticning, health, and even the survival of many low=-functioning
chldren. -

Rather than provide a rationale for teaching self-help skills,
however, it is the purpose of this paper to provide parents, pro=-
fessionals, and paraprofessionals with the practical gkills neces=
sary to teach self-help behaviors to complicated low-functioning
children. Such skills are essgentially the game regardless of
whether the child is called deaf-blind; multiply, severely, or
profoundly handicapped; or retarded. First, a general paradigm
or methodology for teaching self-help skills will be presented.
This will be followed by specific suggestions in the areas of
feeding, eating, toilet training and grooming.

General Procedures

Planning is necessary for any teaching,activity, perhaps es-
pecially for severely and multiply handicapped learners. Planning
enables teaching to be as effective as possible, 'and of optimal

benefit to the child. In one respect, anyone who teaches is a
teacher, whether professional, paraprofessional, parent, or other

caretaker.

Where to Begin

The first thing the person teaching should do is select a
skill to teacH the child. This may be based on needs of the child
and/or the needs of others with whom tlle child comes into contact.
The skill--actually the cbhjective of instruction--should then be
precisely defined. Unless the objective of instruction is very
clear to them, teachers cannot communicate to handicapped learners
what they are attempting to do. :

For most self-care skills, once the objective of instruction
is defined, a process called task analysis is necessary. 1In task

34
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analysis the component behaviors of the defined skill are deter-

mined, unnecessary or redundant components are eliminated, and

any prerequisite skills are determined. Each of these steps is

essential for successful teaching. For example, failure to recog-

nize that a pincer _grasp ia prerequisite to learning_to zip a -

“TZipper may prevent one frow being able to teach a handicapped

—-dearner that skill. It should be _noted_that, _as_instructian .. ._.__ _

ensues, some Oof the c¢omponents may still be too difficult for

the learner to accomplish all at once. This situation implies

that such components should be furtheranalyzed into subcomponents

Such a process is called slicing.

In" task analysis, consideration should be taken of the.
learner's individual skills and abilities and of the situation
in which the behavior is to be exhibited. For example, the comn- .
ponents of the task "puts on ghirt" may differ for a hemiplegic
child and one with good use ¢f both arms. Likewise, the compo-
nents of handwashing will vary with faucet arrangements in dif-
ferent sjtuations. In this latter regard, it should be pointed .-
out that generalization is typically a serious problem for severely
handicapped learners. Often the solution is to teach the skill in
each situation where it is needed. Thus, for children who are ex-
pected. to wash 'their faces at both home and school, face washing
should be *taught in both contexts :

The final stage of planning is the determination of the se-
quence of instruction; the order in which the task analyzed com-
ponents will be taught. Instructional sequences include forward
chaining in which the first step, chronologically, is taught first,
the second next, et¢. An advantage of this sequence is that it
is easy for the teacher to conceptualize; a disadvantage is the
fact that, at each stdge of instruction, the reinforcer mist’
follow a different behavior. Reverse chaining, another s Lruc-
tional sequence, requires that the last step by taught first, then
the penultimate stfep, ete. While this method is sometimes dlffl—
cult to conceptualize, it overcomes the disadvantage of forward
chaining. These chaining sequences are both useful for ‘teaching
& series of components of more or less equal difficulty, and they
enable the seriously handicapped learner to combine several com-
ponents into a meaningful sequence of behavior. :

Still another method of sequencing instruction, especially
useful wherege the components vary greatly in difficulty, is the
whole task approach. Using this metliod, the teacher provides only
the minimal amount of assistance necessary fcr successful execu-
tion of eac¢h component. The amount of assistance, of course, will
vary with the level of difficulty of each component. With prac-
tice, the learner will gradually begin to perform the movements
less dependently, so that the assistance will be withdrawn grady-
ally until the learner performs independently. The whole task
approach often enables more efficient teaching than either forward
or reverse chaining. Useful task analyses may be obtained from
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normal developmental{sequehces and published curriculum guides.
The more severely involved the child, however, the less that is
available and the more the teacher must rely upon knowledge of
the child and of the task, and upcon experience with .similar

-The Instructional- Pr.icess-—-

Almost all instructional activities encompass three factors
based on an A-B~C paradigm. Teacher behaviors are necessary for
eaclhh factor in order to ensure that learning will occur. The
three factors are Antecedents, Behavior, and Consequences.

Antecedants refer to those stimuli which eccur before the
behavior is manifested. They may include verbal directions, signs,
signals, gestures, physical assistance, presentations of a model,
the presence of certain objects, and/or other contextual cues.

As learning ¢¢curs, unnecessary antecedents should be faded s0
that the child learns to associate the natural antecedents (e.g.,
a pain in the bladder) with the desired behavior (e.qg., ellmlna-
tion into the toilet). .

Behavior refers to the movement which the teacher is trying
to teach the child to perform. - At the beginning of instruction
. the ¢hild should be manipulated--physically moved--to show him/
her what behavior is beihg taught. Again, this shouvld be fAdrd
as the child beginsg to "catch on".

Consequences are those stimuli that occur after the behaviors”
are mainfested and may be the most importart factor in the A-B-C
paradigm. Typically, consequences are reinforcers and may include
a natural consequence of the behavior (e.g., the relief of emptying
the bladder), .

, Finally, since most self-help skills are essentially motor
skills {(rather than cognitive or languaje skills) it is desirable
to work from behind Lhie child, In this way the teacher's prompting
and assistive moveménts parallel what the child is learning. (If
the teacher were in front, his/her movements would be 0pp051te to
the child's.) <In additiOn, greater control and assistance if
needed, can bhe provided from behind.

, b
Eating Skills

The entire feeding process can be broken down into a number
of components: (1) acceptance of food based on texture, taste, )
and quantity; (2) scooping. food onto a utensil; (3) bringing th&.”
food to the mouth; (4) oral manipulation of the food, i.e., eating:
and (5) acceptablé social behavior at mealtime. Feeding problems
or difficulties can occur with any of these compdonents. Selection
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and eating problems will be discussed in this section and the
¢cther components in a later section,

Development of Normal Eating Patterns

In crder to understand and remediate eating problems, it is

— - NeCessary~to -understand.-the-normal adult eating pattern. First,
when a spoonful of food is pPresented, the adult lowers his/her - -7
wpper lip to the spoon, or closes the lips around the spoon. At
the same time, the spoon is withdrawn from the mouth. In this
way,. the fond is removed from the spoon and falls onto the tongue
just behind the front teeth. The jaw then opens slightly (although
the 1ips usually remain closed). and the tongue moves sideways,
positioning the bolus of food be*ween the back teeth. . Immediately
the tongue is withdrawn back to midline and the jaw rotates and
closes. This results in the crushing of the bolus and its falling
into the pockets between the gum and tongue, and between the gum
and cheek. The tongue again mSves to the side, in coordination
with the cheek muscles, in order to scoop the food back onto the
chewing surfaces of the teeth. The chewing process is repeated
until the food is sufficiently ground and softened to be swallowed., -
Salivation, while the food is in the moath, aseists in softening ‘
and lubricating the bolus. Finally, the tongue manipulates the
bolus to the rear tongue midline. Swallowing is accomplished by
the humping of the back of _he tongue while the tip remains low
behind the front teeth. The bolus slides down the back ¢f the
hump which results in its having been swallowed. “Taking food,
chewing, and swallowing, then, is an extremely complicated process,
although most ¢of us do it effortlessly hundreds of times each day.
It is an obvious implication that, due to the complexity of this
behavior, severely handicapped children will often need  a great
deal of a551stance and instruction to enable them to eat SUCCeSSfully.

ThlS plcture is further complicated by the fact that infants
-usually suck and swallow in a very different way, and gradually
adcquire the eating skills of normal adults. At birth, infants
are usually toothless and exhibit several reflexes which enable
them to ingest food. The- rooting reflex enables infants to find
a nipple; and the suck reflex, in combination with the force of
gravity, enables them to obtain liquid from a nipple. TInfants
are fed in a semireclining position. Also, as opposed to, older
c¢hildren and adults, they\swallow by flattening the tongue and )
extending the tip upwards' and forward; often the tengue will pro-
trude thrcugh the lips. As' hormal infants mature ‘and myelinization
increases, these infantile reflexes are inhibited:;- the children
develop finer, more cocrdinated motor movements; and they learn
the adult chewing and swallowing pattern as described above. This
process usually takes place in the second half of the first vear .

of life and is stimulated not only: by increased neurological or-
ganization, but algo by the eruption of teeth, the presentation of
sclid food, and the caretaker's need for 1ndependence. It should
be emphasized that sclid food should also be presented at this
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age to handlcapped children, regardless of their mental age or
developmental level

Unfortunately, many handicapped children gontinue utilizing
infantile feeding patterns- for many years. This may be due either
to impairments in neurological development or to lack of experi-
ence, and could ke an interaction of both. The problem is fur-
the¥ Gomplicated in instances where older-children-are-fed-as ... ..
though they were infants for the convenience of the caretaker. :
Typically, such patterns and habite result in children who are

unwilling and/or unable to accept and eat regular table food.

Rationale for Presentation of S0lid Foodl

Unwillingness or inability to eat solids is of great-:concern
because the ingestion of solid food {(as opposed to liguified,
pureed; ground, or chopped food) is necessary® to maintain adequate
health and nutrition. Specially, there are two rationales for -
teaching children to eat solids, irst is their health. The
entire digestive tract, from the teeth on down, needs the stimu--.
lation provided by solld food. Children who do not eat solids
may have Poor dentition, irregular and/or unnatural bowel move-
ments, and other health problems. In addition, due to the ease
with which carbohydrates may be reduced in téxture and the diffi-
culty in reducing the textures of protein foods (typically meats),
children who do not eat solids may get diets too high in carbo-
hydrates and too low in protein.- An even more cogent rationale
for teaching handicapped children to eat solids is normalization.
Fating solids enables handicapped .children to be more independent
and to require less special accomodation. Learning to chew is
also known to reduce drooling, a socially unacceptable cosmetic
problem. Surely the neéd to =2at solid food is an area of instruc-
tion for handicapped children’ which cannot be overlooked. -

Causes of Feeéing Problems

For handicapped children who exhibit feeding or eating prob-
‘lems, it is important- to distinguish the cause of the prcblem.-

This has implicacions for both the nature of the treatment program
and the professional’discipline primarily responsible for directing
the program. Generally speaking,yfeeding and eating problems can ; -
be classified as either medical, heurologiCal, or behavioral in
orgin. Examples of medical problems affecting feeding are cleft
palate, multiple food allergies, pharyngeal paralysis, and eso-
phageal atresia. These, obviously, are best treated by physicians;.
or others trained in tie discipline of medicine. Neurologically
based feeding problems are manifested by abnormal muscle_tone, .
abnormal, reflexes, or abnormal sensitivity in the oral area. Pedia-:
tric physical therapists or occupatlonal therapists, a few speech
therapists, and rare special educators have the training to deal
with neurologically kasSed feeding problems. Children with behav-
iorally based eating problems typically have resulted from per-
severating in infantlle eating patterns an&/or having beep fed in -

] . to- - . ]

3%

i ....-!-.-"'"“_I__'



ways which are convenient to the caretaker but not beneficial
(actually, often harmful) to the children. .Behavioral problems.
of hendicdpped children typlcaily fail witlh the domains of -
specxal education and clinical psychology. Since they p0551bly
come in contact with- feeding problems more than any other pro—
fessional discipYine, special educators need to know how to !
——distinguish between the causes of feeding-problems as: well-as '
how to deal with behaviorally based feeding problems. Teaching.
handicapped children to eat solids involves-oral assessment, |\
positioning, and oral manipulation, in addition to the general
procedures discussed earller. Each of these areas will be dis-’
cussed in detail. :

Jral Assessment

& B

In performlng an oral assessment, the Special educator must
determine not Only the .cause of the child's eating problems, byt
alsc the child's specific abilities and disabilities with regard
to eating. This may be done through observatiens and manipula-
tion. 1Indications of neurological causes of feeding problems
include abnormally high or low muscle tone, the presence of pri=-
mitive oral reflexes (root, suck, bit®) after a chronological aye
of about nine months, and/or a hyperactlve'gaq reflex.., In the. .
absence of such problems and related medical problems, the spe-
cial educator could probably safely conclude that the éating
problem is behavioral in origin. Other factors to consider are
oral assessments 1ncludlngunasal breathing, lip closure,. droollng,
ability to cough, tongue 1aterallzatldn,‘shape of the palate,
amount of salivation, respOnSe to texture, rotary ijaw movement, |
oral hygiene, swelling or. hleedlng of gums, condition of teeth - .
{caries, .stains, whether.d&ciduous orsadult), ‘'occlusion, .bruxina- \
tion (teeth grinding), and the identification of any reinforcers
which may mctlvate the child ©o learn. 7

Positioning N o .
As with all activities with a severely handlcapped child,
'position during feeding is of critical importagce. Ideally the
child should be seated in a chair (not a wheelchair) adaptec to’
his/her irdividual needs. The child should be uprlght or leaning
slightly ~forward. The neck should be slightly flexed with hips,
knees, and ankle at right angles and feet gecurely suppor! ed. .
The person doing the feeding should be seated behind the Chlld T

-

"at on2 side, and slightly hiqher. S

-

P ) . -

. In many-cases,, the jaw control pos¢txon should be ﬂtLlized.
The feeder's hand should be placed on the child's face so that .
the index finger, and middle: finger if needed, can control the
child's lips with the remaining fingers under the jaw to support
the tongue. 1In this way, the ChEWlng and swallow1ng movements
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can bé facilitated, and the feeder's arm and chest can be used

to maintain the ch11d in the desired position. -
Feediﬁg | . . ' . ' 'l

'

At the beginning stages of teaching children td eat solids,
the feeder should present the food to the child. Not only will

the feeder than be able to provide the stimulation needed, but
he/she will also be teaching the slower plate-to-mouth pace needed )
to allow for chewing time. Care should be taken not to scrape -

" the food off the spoon %:.th the teeth. Rather the child should

lower the upper lip or close the lips around the spoon to remove -

the flood. Open the child's jaw, if necessary, place the spoonful

of fgod into the child's mouth, and wait several seconds. If

"the desired lip movement does not occur, it may be necessary to ¢

manu 111y manlpulate the upper 'lip. Presenting the spoon in mid-
line and pressing slightly on the tongue tip may also stimulate
this lip movement. If the child is capable of properly rewoving
the/ food from the spoon unassisted, then the food should be pre-.
sented to the side. Once the bolus of food is in the child's
mouth and the spoon removed, the jaw showuld be.closed. If the
child's tongue does not move the food to between the back teeth,
then the feeder should do so with his/her finger. The jaw should
be’ manipulated in a chew1ng movement and the focd replaced betWeen
the back, teeth until it is sufficiently ground to be swallowed.

In order:to be swallowed, the food must be pOSLEIOHEG on the
tongue's rear midline by either the child' s natural tongue move- .
ment or the feeder's.finger. Flat pressure beneath .the jaw and
lip closuré should be maintained until the child swallowsl  .Pre-
sentation of salt, ice, or vinegar to the lips may also stlmUlatei

: N
swaIIQW1ng in re51st1ve ‘children. . .

In some caees the child may be very difficult, hyperextending,
screaming, aqd/or expectorating the food.? Probably the -most de-
sirable way of conseguating such tantrum behavior is to ignore it
by calmly conklnulng to feed and manipulate the child, and by
maintaining the desired posture. . Although the child may be. com=
municating hlther dlspleasure at this stimulation, the feeder,
by contlnulng,gls communicating: "I perceive your discomfort,
but this is very necessary for you and will last only as long as
it takes you to learn to do these things yourself." Finally, as
indicated earlier, the- chiid should be meaningfully reinforced
immediately as a consequence of swallowing the food.

’

il

Additional Mealtime Skills N .

Meals should not be just a time for getting food into child-
ren, but instedd, they provide some .of the. best times during the
day for many klnds of learning experlences. Once a child has
learned to-eat solids, self-feeding should be taught. Usually,

- ) . ) [_:1
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the most cfficient way of teaching this behavior is to start by
working ‘from behind the child afid Provide toral assistance 'in
grasping the spoon (or. fork),.sconping (or s+abbing), and directing
the utensil and food to the mouth. As the child begins ‘to learn
the 'pattern, this assistance should be gradually withdrawn in
. conjunctioh with the appropriate use of meaningful reinforiiers.
2 Drinking 1liquids from.,a cup is another skill which often needs
tzf;e taught to severely handicapped children. A cup-with a cut-
< 0 'section may be necessary to enable the feeder to observe the
child's oral movements, facilitate lip clesure and appropriate
. tongug movements, and to monitor the flow of-the liguid. In some
cases, thickened liguids may be easier for the child tc handle at

-

first than very ruany liguids. _ , . o

Once children have mastered the basic. mealtime skills of
.eating solids, drinking, and self-feeding, there are many other
feeding-related behaviors which could be taught at mealtime.
These include proper grasn of the utensil {palm sideways not dcwn),
drinking through a straw, use of a fork, use of one hand only to ‘
1ift a glass or cup, napkin use, cutting and/or spreading with a -
knife, opening a milk carton, pouring, carrying a tvray, going
‘through a cdfeteria line, passing dishes, serving oneself, and
cleaning the table. * Family style meals often provide especiallw
meaningful setfings for teaching mealtime behaviors to severely
and multiply handicapped children. : .

' Toilet Training
! Lo v

k'l

. Toilet training, or rather the lack therecf, is one of the
most distasterul' problems faced by caretakers of severely and
multiply handicapped children. Soth for the gonvenience of the
caretaker and the fostering of the child's independence, toilet
training should be begun as scon as the child is ready. '

Readiness for Toilet Training

Readiness Lo begin toilet training is not related to the
child's ability t0 sit or stand, to travel, or to communicate.
Rather a child is ready to be toilet trained when able ko stay
dry for at least one and a half hours and when showing a pattern
of times for elimination.. In order to determine_afbhild's-readi—
ness, his/her diapers should be checked every 5-15 minutes for
several consecutive days. Each time the diapers are-:found to be
wet (w) or soiled (s), the information should be recorded on.a.

' chart prepared for that purpose. If dry perinds.of at least °
one and a half hours and patterns of elimindtion times’are ob-
served, then the child is ready’to ‘begin toilet training. Dislike
of being wet or soiled and anticipation of elimination ‘e.g.,
fzcial expressions, posture) are additional assets whicn should

... be noted, if obServeg. Manipulation skills, sitting ability,

L3 . :
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aindependent ambulation, and communication skills are also assets,
but children w1th none of these Skllls can begin to be toilet
. trained, . :

How to Toilet Train

During toilet training, 2very precaution should be taken to
ensure that elimination takes place in the toilet and nowhére
else. - Elimination elsewhere should not be rewarding. When
t01let training is begun the child should not wear diapers, but
should wear rubber pants - and training pants, or regular under-
‘pants instead. The child should be placed on the toilet at the

. time imdicated by the patterns on his/her toilet training chart,
and/or* whenever he/she may show a characteristic facial expression
or other sign. Never leave the ‘child alone on the toilet, -and
-never place the child on the toilet f£br more than 10 minutes at
a time. ' Most important, reinforce .the child immediately upon
elimination .into the toilet. In addition to the timing of bath-
room visits, other factors increasing the child's probability of
. eliminating in the toilet rather than ‘elsewhere are frequent drinks,
the . sound of running water, pouring water over the child's crotch
while on the toilet, or a chilly bathroom. As in feeding, pOSl-
tion is important in toilet training. The child should be secure
with feet well-supported. A variety of toilet and potty.adap-

¢ tions-can be made or purchased to meet individual pOSlthnlng

' needs.

In between sessions on the toilet, the child's pants should
be inSpected periodically - If dry, this. should /be brouglt to the
child's attention in a reinforcing way. If wet; do not: put the,
child on the toilet.* Instead, allow the child to feei the dis--~

. comEBrt of clammy wetness (if He/she can perceive such), then
change the child being sure to avoid mak ing Egls a reinforcing
experience. Such tlings as warmshowers,pro nged_contact, ar:d
much attention are re1nf0r01ng 1n many cases, and so should be

. aveided. :

Once the child has "caught on" to what is happening, and (at
least duing the,day), usually eliminates nto the toilet, the. )
.teacher has accomplished an important'fe7z (Staying dry and/or -,
clean through the night may come later.)/ For many severely handi- ¢
capped children this is the most that cah be expected in toilet
training, and the teacher or caretaker should be proud of such an
accomplishment., There are, however, eﬁen'more skills related to
toilet training which should be taught; if possible, . Using fading
procedures in conjunction with reinfo¥cement, children should be
“taught” to temove [thé rnecessary clothing, wipe themselves, flush .
the tollet, re-dress themselves, and.wash their hands--all in the
"context of toileting. Through the repeated pairing of an appro-.
priate signal with the toileting process,. some children will learn
to use the signal to communicate the need to go to the toilet.

* Finally, some -children will reéognize their needs and will go to

‘rr‘ .
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the toilet without adult assistance, Children with this last
skill are fully toilet trained.

Grooming

I
+

Almost without exception, the general procedures presented
at the beginning of this papar will be most efficient for teaching.
grooming skills. Again, since motor behaviors {(rather than pri-
" marily cognitive or lahguage behaviors) are involved, it is
.usnally best to work from behind the child. It is also vary im-
portant to use consistent, systematic procedures in teaching any
grooming skill. Matefials~should always be found in the same
position, sequences should always occur in the same order and the
same verbal, tactual, and contextual cues' should be utilized by
the teacher or caretaker. “

Brushing Teeth

&

Without special care taken by the teacher, go many steps may:
be involved in teeth brushing as to make it an unduly difficult
skill for the learner to acquire. Probably the least difficult
sequence should begin with toothbrush and paste "head down" in a
cup placed on the sink .at the child's sequence of behaviors would
then proceed according to the feollowing steps:

1 Pick up paste with non-dominant hand.

2. Remove cap with dominant hand.

3. Place cap on 8sink next to cup.

4, Pick up brush with dominant hand.

5 Squeeze paste onto brush,

6. Place paste next to cup.

7. Brush teeth outside surfaces first left to right on
top, then on bottoms, and then inside surfacer in the
same order.

8. Turn on cold water with non- dominant hand

2. Rinse brush.

10. Place brush next to cup.
11. Lift cup with dominant hand. i
12. Fill cup with water. ( -
13. Rinse mouth,
14, Turn off water. :
15, Place cup next to cap, paste, and brush.
16. Place brush head down into cup.
174 Pick ‘up- paste with non-dominant hand.
18. Pick up cap with dominant hand.
19, Replace cap on paste.
- 20, Place past® head down into cup.

IShabing

As with other groomlng gkills, a system is of utmost impor-
tance. The partinular system is not cru01a1 although a suggested



system would be to move from the same side of the face as the
.learner's dominant hand to the other side. For handicapped
learners, electric razors are usually mor: manageable and safe.
In many cases the learners must be taught how to stretch their
upper lips and necks so as tc make the razor accessibie to all
the hair to be shaved. One should nct be overly concerned if

a learner develops a rash .upon beginning to shave.

bPbecdorant

. Severely and multiply handicapped adolescents and adults,
like ‘the rest of us, need to use a deodorant. §prays cover the
underarm area more efficiently but require good fine motor coor-
dination to operate. Roll-ons, on the other hand, requ1re less
coordination buﬁ_greater care, and several strokes are necessary
to cover the entire underarm area. The decision as to which type
to teach an individual to use should be based on the needs and
abllltles of each lear er. . s

]

Nose Blowing

An unsightly problem faced by everyone who deals with severely
handicapped individuals is a runny nose. In order to eliminate
this problem and to foster independence and health, it is a goal
of many to teach such children t¢ blow their noses. This is not
an easy skill to teach. Probably the best time to teach blowing
through the nose is not when the child has a cold but rather when
the nasal passages are open. Hold the child's mouth closed and
show her or him how to move lightweight objects (a feather, pring
pong ball, or whatever) just by breathing. Then, show the child
how to do this more forcefully in response to the command "blow".
Hopefully the learner will be able to repeat this behavior when
needéd during a head cold, "It is also valuable in teaching nose
lowing to have an adult with a cold to demonstrate the de51red

procedure. N
,

Hair , ' .

As with other self-care skills, a system should be followed
with hair washing, too. Working from back to front or left to
right may prove effective. Simple yet stylish haircuts enable
‘severely handicapped children tc keep their hair neatly combed.

A part is often -an unnecessary complication. Perhaps the easiest
hair combing system to teach is to comb the hair down on all sides.

N ’&

M

Summary

In terms of self-care skills, severely and multiply handi-
capped children are capable of more indepgndenze than we have
many times expected. Careful ski}l analyses, precise teaching

e

-34- @




methods, meaningful utlllzatlon of reinforcers, and perser-
verance are. necessary to enable such learning to cccur. The.
result will be not only a less ‘dependent, more normal child,
-but als¢ a highly satisfied teacher, parent, or caretaker.

!

Thomas W. Jones, Ph.D.

Texas Tech University ,

- Department of ‘Special Education
Lubbock, Texas 79409
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/ MOTOR FUNCTIONING

Marianne Forman -
Marilyn Smith

Introduction

The Texas State law govérnlﬁg the practice of physical ‘therapy
defines ‘it as meaning "the care of any bodily condition of any per-
son by the use of heat, light,. water, electricity, and physical
massage, manipulations and active, passive and resistive exercise."
Physical therapy literally means the use of physical agents for
therapeutic purposes, as opposed to other methods of altering body
function such as médical, surgical, radiation, and so0 on., The law
continues to describe physical .therapy as including: (1) "Evalu-
ating the patient by performlng tests and/or measurements of
neuromuscular, . sensorlmotor, musculoskeletal, cardlovascular and
respiratory- functions as an aid to treatment“- {2) "Planning and
‘implementing initial -and subsequent treatment programs on the basis
of approved test findinys"; (3) "Delegating selective forms of-
treatment-to‘supportive personnel with assumption of the responsi-
bilities for the.care of the patient and the continuing direction
and supervision of the supportive personnel"; and (4) "The providing
of consultative services for health, educational and community
servicez". -Physical therapy as defined above, except for consul-
tative services, must be done under physician's referral. It does
not have .to be specific prescription, but the medical doctor must
refer a child for evaluation and/or treatmenr by a phy51ca1 .
therapist. : : -

A Bachelor of Science degree in physical therapy is usually
a four ‘and one-half year program including two summers Or six
~months .of affiliations, which are actual clinical work in a variety
.of settings., Affiliations are usually four to six weeks in a hrs-
plta~, pediatric and rehabilitation or other setting. A Masters
program offers the last one .and one-half to two years of the phy-
sical therapy program to someoneé who has a Bachelor of Science
degree 1n -a .related field such as physical education or biology.
Backgroun courses include chemistry, blo-chemlstry, biology,
human physivlogy, and child and adolescent psychology. - Then, gene-
rally through.a medical school, courses include gross anatomy,
~ neuroanatomy,\ neurophysiclogy, kinesiolou, or bio-mechanics, child:
deve10pment, ests and measurements, methods courses and clinical
~medicine, including courses.in most medlcal specialties. Physical
therapists worklng in the schools are relying most heavily on the
child develbpment, child psychology and psychology of disability
and methods courses in pediatrics. Example of goals -of physical
therapy with handicapped students usually include positioning,
maintaining or improving posture and range of motion, and nor-:
malizing muscle tone and movement pattérns espe01a11y as realted
to mobility .and gtoss motor: skills.

LY




The definition of occupational therapy, as-used by the
American Occupational Therapy Association, (which also registers
occupational therapists t¢ practice) states. "Occupational ther-
apy is the art and science of directing man's res;onse to selected. -
activity to promote and maintain health, to prevent disability, to
evaluate behavior and to treat or train patients with physical or
psychosocial dysfunction.” Training is similar to that of physi-
cal therapists, except more emphasis is placed on psychology, and
affiliations include experience in a psychiatric setting. Occu-
pational therapists receive cursory training in gait-and pcsture
analysis and function of the .lower extremities, and concentrate .
on. upper extremity function and activities of daily 1iV1ng,-or
self ~help skills. . : |

The three major areas of responsibility of the occupational
therapist 'in the school setting are: 1) fine motor skills;

2) “sensory integration:; and-3) self-help skills.

When phy51cal and occupational therapists are both working‘\;_
with a student in the school setting there is often overlap of
treatment techniques, and sometimes of treatment goals. For ex-
ample: In the case of a young spastic cerebral palsied student,

a long range teaching goal for the student might be to sit in an:
upright posture and perform fine motor and self-help skills.

Examples of therapy gecals which would aid the teacher in reaching
educational gcals might include: - ¥

Physical Therapy Goals

Long Range Goal: The scu-
‘dent will sit w’ Jroper
‘body alignment and stabil-
"1ty to perform writing and
feeding skills.

™

Short Rang= Goals and
Treatment:

1. Relaxation techniques
to inhibit ‘spasticity.

2., Use of ‘a "roller chair"
to separate legs and
raise knecs above level
of hips - , revent
extensor spasticity).

3. Trunk balance.activities
to free upper extremi-
ties for functional use

“when in sitting position.

Occupational ' Therapy Goals

Long Range Goal:
dent will demonstrate a

~ funetional hand=-to-mouth

pattern for feeding.

Short Range Goals and -

-37-

Treatmer\t :

1. Relaxation techniques
' to .inhibit spasticity.’

2. Positioning in

"roller
chair" :

4
The stu—< -

_-3: Upper-extremity func-

‘tional training -~ exer-
cises, movement. patterns,
etC- '




‘ In this case, the occupational therapist may actually need
to repeat the techniques used by the physical therapist to have
the student pOsitioned properly for fine motor skill training.
The physical therapist may incorporate some of the techniques

+ for upper extremity function used by the occupational therapist
during. the activities for balance in the sitting position.

‘General Overview of Clinical'signs in 1
Rubella Syndrome and Cerebral Palsy S o

. The etiological basis for the handicapping conditions of the
students we see is undoubtedly varied. Becausé the term cerebral
palsy is applied to a wide range of neuromotor dysfunctions, many
students in the schools may be diagnosed as cerebral palsied.” - -

Congenital rubella syndrome is a cause of deafness and blindness
in children. , '

‘The followinhg overview is designed to give basic information
regarding. these syndromes. '

Congential Rubella o Cerebral Palsy

‘Chronic, progressive viral .- Static, non-progressive
digease ' _ lesion (Actual lesion does
4 . not progress, however, it

may appear to with age
because of widening gap in -
. developmental skills and age
T e TN T L i R . - IE'Vel.) - - - - ceermemee A e

'Onset: ' ’ S e - Ongetr - e e B

lst trimester fetal develop- Prenatal
ment (if onsq¢t after lst Perinatal
trimester, sequelae diminish) Perinatal

Cause: . Cause:
Rubella virus in mother " Multiple causes: 'anoxia,:
during pregnancy . trauma, infection
Clinical Chafacteristics: Clinical Characterisgtics:
A, Heart lesions ' Motor Dysfunction S
B. ‘ Cataracts A. Delayed developmental
C. Deafness * milestones - T
: . B. Abnormal patterns of
Y movement
Motor deficit or delay is . Deficits in vision, heafiné,
not unc¢ommon ' speech and language are not -
: ' uncommort. ’
. ;
A [y
i __-n.'__l___,._‘__.,___.,__-_ e S

O - ' \ .




Basic Types of Cerebral Palsy

A. sPastic'

Motor Chaxacterlstics

Hypertonlc musculature L
~"Topographical classification is varled '

Abnormal postures
. Voluntary motion

’
S PV Ny
v ¥

' General Characteriefics
l., I.9. varies

2. Sensory and perceptual deficits more common in sPastlcs

than athetoids
3~_ Epilepsy is more common in spastics than athetoids

B. Athetoid

Motor Characteristics . ' .

l. Hyper or hypo tonic musculature
2. Usually involved in all four extremities
3. Involuntary movements ("athetosis")

General Characferistics

1. 71, Q. ‘often good or 'may be hlgh
- M.R. may occur
2. High frequency hearing loss caused by Kernicterus
3. Drive and outgoing personality
4, Emotional lablllty more common than 1n spastlcs or ataxics

c. Ataxic

Motor Characterlstics . ' .

1, - Hypotonic musculature NOst common T

2. Usually involved in all four extremities’ .

3. pPoor balance mechanisms

4, Voluntg;ywmgvemennemclumsymand.1nc00rd1natedemmwmw;m#ehmmmm(
"""""""" 5. A "pure" ataxic is rare ‘ :

. General Characteristics

1. I.Q. often low -
2. visual, hearlng, and perceptual problems are not uncommon

t [ ¢

&1/




Review of Normal andebnormal Motor Develobment

N\

- Normal development of the child is very much interﬁ{elatedi
it is difficult to discuss motor development without regaxding
sensory, cognitive, adaptive and personal<social developmeht.
when assessing motor- development, the ‘therapist is generalﬁ}
looking at the student's postures and movements as related pé\\

—~developmental milestones. ' y

. Some basic .terminology which will be used in the presenta;}B
“of motor functioning follows: ' Q\

* .

Reflex: : An involuntary response to a'épecifié stimulus.,

primitive Reflex: Also referted to as "transient reflex",
as it 1s normally present'at a certain time during de-

velopment, but "disappears" or diminishes in effect as e
the brain matures and can better .control movement, '

Righting Reactions:’ Develop- as the brain matures to adjust *
to changes in position 'of body parts in relation to each
" other ‘and to gravity. .

. Equilibrium Reactions: Automatic -extension of extremities
when balance is upset. .

- Muscle Tone: The normal degree of tension and vigor in a
muscle. :

¥

Motor development begins in utero. . As early as. five weeks
fertilization age, there is a lateral bending of the head away
‘from a cutaneus (skin) stimulation of the face. (Jacobs, 1967):
The .development of these reflexes takes place by first invelving
the head, then the shoulders, trunk, pelvis and the extremities.
The development of movement, then, is in a cephalo-caudal (head

- to tail) or proximal-distal {(close to main body - away from body)
direction. The.nervous system, however, matures in the opposite
or caudo-cephalo direction. The child.is born with the lower
part of the central nervous system, the spinal cord, 'in control
of motor behavini, . Maturation &f the nervous system occurs with
myelination (covering of the nerves by a sheath), and an increase
in the diameter of the fibers to allgy, for increased conduction

..velocity of 'the nerve impulses. : . .




Side View of Central Nervous System ' \\\

Areas of Motor Control ' Parts
Bipedal (two-point support) -------------- Cortex - Equilibrium
Quadripedal (four-pOint) --------- oo Midbrain - Righting and Pro-
_ tective Reaction
Apedal (lying dcwn)----f ---------- Brainstem - Reflexes - (Asymmetrical

Tohic: Neck Reflex, Sym=-
metrical Tonic Neck
Reflex, Tonie Labyrin-
thine, Positive
ISupporting}

Spinal Cord - Reflexes (Usually gross
flexion or extension
patterns, i.e., flexor
:withdrawal)

F

, A newborn is basically a reflexive being, with the nervous
system operdting on a spinal ‘cord level. People establish them-
gselves as social organisms through movement, especially as they
strajghten {extend) their bodies and are able to move upright
against gravity. Once born, a baby must deal with a const.uit
stimulus which was minimized in utero: gravity. Al]l movement
that the child develops must now be done against the Force of
- gravity.

!

Review of Develdpmental Milestones

./ N " "
.

I. ’Stege I - Approximately age 0~2 months. ' .

Devei0pmental Milestones: Beginning of*mid’ine orientation of
: ’ head and arms.
Beginning. of head contral -

4 1

Movement (againet gravity} The child is basically in flexed

T T s e —----..postures,-.especially with rounded '

£ back and~flexed hips in supported

sitting, and legs flexed in supine )

Head Control: Head is erect for a few seconds in. 'sitting,
beginming "to lift in prone and to bear weight
on forgarms. .

f 1



Nervous System: The baby ] movement is basically dominated
by flexion, and reflexes which are protec-
tive relating to cutaneus stdmtlation.

_ Rooting and sucking reflexes exist for
' survival through nutritlon.

II. Stage II - Approxlmately age 2-4 months.

'Developmental Milestones: Beginhlng of eyt nsion *thr ughout
o ' body. ' .

' - L3
- Movement:; Extension beglnning when 5up1ne, baby 1lftS pelvis
off floor, 'in prone, head ig lifted higher, trunk
more extended, and on forearms, ablé to reach
and play, and feet flexed so toes can push ,
(extend) against floor, The back is less rounded
in sitting. ' '

Head Control: Able to lift fron supine and no ‘head lag when
' ' ' pulled to sit. .
Nervous System: Th& krainstem comes into play in the control
. . of movement. For rnxample, the Asymmetrical
: .. Tonic Neck Rt lex -~ used t help the baby
\\ . : : roll from side to side and increase move-
N ' ' ment against gravity. As the head turns to
‘\ : _+ = the left, the right shoulder, arm and leg
- - are able to flex, and the baby can lift
N : them up and initiate rolling. 'The rooting
oot reflex iIs coming under corntrol so that the
AN e . baby can lift them up”and initiate rolling.
\\ : ' The rooting reflex is coming under' control
so that the baby can feed with head 1n
i\ ' midline, - ¢

III. Stage,III - Approximately ages 4-6 months,
Develosmental Mllestones, Break up of total body patterns.

MOVGnent-\ ‘Lying supine, bables are able to play with feet,
* % extending knees while flexing hips. Also, when :
1 \\sitting, they are able to lean forward (flexing
‘ ' at hips) and bear weight on .extended arms, .
Head Control:\ Good, especially in prone with weight bearing
Comy . ‘ '\\ ‘on extended arms, reaching with one arm.
Nervous Sysﬁem:\\Reflexly, the 9051tiVe supporting’ reactlon .
- .« {brainstem level) is beginning to disappear,
\and a period of astasia (hypotdnia of 1imbs)
= - ‘ allows the child to go through a "bouncing
“ _ : -1 stage The change in muscle tone during
L . bogncing helps to develop extensor tone in
' - \\\ '
,l‘ LI . \\\a'
. , N 42— .
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vi.

"1t menths :

i . -~
L] . - .
3 =
- . . .

‘the leg§s. The Asymmetrical Tonic Neck
Reflex, (also brainstem level) is also
coming udder hjgher control and disap-
pearing in effect. It allowsichildren
to keep their heads in midline' and use
their hanhds; facilitating development
~of a voluntary grasp, and inhibitings -
the previous palmar grasp reflex.’ o
Stage IV - ApprOXLmately aqes 7~ 8 nfonths. 1

Developmental Mllestones: Trunk rotation - (further break up
- of total body patternq).\

Movement: Babies are beglnnlng to push with arms and legs
when prone. They are now. able to attain 51tt1nq
independently from suplne pOSlthn, using rota—'
tion of the trunk and pushing up to side sit.
They are also able to use extended arms to the

- sldel ’ ’

4

Head Control: Good 1nc1ua1ng 1mproved trunk control to 51t

o

' unéupported brlefly - ‘ ;

-~ . r

Nervous System: The maturation of ther midbrain is evrdenced
' by the development of the trunk rlghtlng

o ‘reaction’ which allows for trank rotation -
separating the turnlng of the shouldere
from the ‘hips. - :
.
)

Stage V - Approximately dges 8-9 munths ‘ _m‘ X

Developmental Milestones: Acquisition of balance, use of
: quadruped posltxon T !

Movement: .Further trunk rotatlon and. break up of total hof Y

. patterns allows for-use ‘of arms  for support

backwards and extension-of arms with- flex1oﬁ Of .
legs to ass»me;, maintain, and rock in all ﬁours

. . position 1n preparation for creeplng-

Nervous System: Further evidence of higher central nervous

' : system function is evidenced by the develop-

ment of protective reactionsg such as ex- '
'ten51on of the arms sxdeways and backwards.

e AT e eret s e e e s

N T

. . . . [
. - 4 L

More dissociation of leg and arm movements'takes“place, alldwing
extension of arms with increased flexion of one leg to rove 1n{

“ra creeplng pattern, - ) . . o
. , . - . L . /\



. ' f:
k ,‘Iul

10- 12 months: i

Arms and’ legs work together in a synergieq/(coordlnated move-

ment pattern) The arms help the legs in /movement, such as
- flexing the arms while legs extend when pulllng up to
standing. .

Sy . . ) ]
At this polnt in development, the ‘cortex 1? now exertlng
control over movément against gravity as r;ghtlng reactions,
* protective extension, and equilibrium-are developed to main-

- tain posture through the uprlght p051tlon”

* !

..... .. , . Assessment of Abnormal Development

‘ - The above discussion is based on the maturation of the rer-
: vous system by stages of motor development. Bach stage is gene-
rally preparatory for ‘the next stage’and the mobility and @explora-
tion of the ¢hild is very 1mportant in contrlbutlng to progreasion

'to the next stage.

In normal development, the nervous Ssystem matures as we have.
‘said, in a caudocephalo direction.. The .control of movement, how-.
ever, generally develops proximal to distal in direction; and :
from primitive or simple mass movements to complex movement . '
patterns. This-development is dependent on normal muscle itone.

An impairment ,of muscle tone wWill influence or be influenced by
reflex activity, and will influence the abillty of the child
to explore the environment and progress Jthrough the stages of

: development. --e///’ .

L Y Slmpllfled view of the function of the Sénsory nervous -
system follows: --

motor nerves and automatic

sensory
nervous system

nerves

b

a

=1 SENSORY RECE?TORSt&

EFFECTORS

#
by

muscles
! glands

v15ua]
auditory

.olfactory ' : ' - oo
yustatory , feedback from internal H .

‘tactile ~ sepsory receptors -
vestibular ' .
proprioceptive

kinesthetic . '




C :
- ; Impalrment in the sensory receptors or nerves essentlally
impairs ‘the whole system, as does 1mpalrment in motor output.

- Later we will discuss the processing of sensory input and the?
d@velopment of" seneory lntegrat;on. -t . .

: \
Voluntary MnVement-. -

* \

- The assessment of motor development 1ncludes observatlon
‘and evaluation of the amount and typé of voluntary mgvement
present. -Voluntary moVement consists of three lnter-related

, COlTlpOl'lel'ltS’ - : Ch ’ ~

Ll

1. Wilied movement - may~be cortically directed.
» 2. Reflexes.- evoked in assoc1atlon with a willed. act.
3. Sensory 1nput from externaf and internal envllon-'
ment. (Waterland 1961) ' : _ J|

L

AR Further discussion- of the actual process will .take place in-

a later sectlon. . . _ |

- . : P -
Reflexes are -not necessarily completely dominated by cortial
control. They can be demonstrated in normal adults, esgpecially
- .as related to movements in which muscles work together in groups.

. Successful or skilled movement is a blend of cortical con-
trol and reflex patterns. Demonstration of this principle was
performed on a volunteer : from the parxticipants of the conference-

[ 1. The volunteer was asked to round the shoulders, de-
] ", . pressing. and protracting the scapulae. She was then
'/ L asked to elevate and retxact the stapulae (trylng;

f * . to touch the shouldér blades together) -

. meflex movement of the head was noted by flexion with

i ¢ round@ng of the shoulders, and head extension with

! retractlon of the scapulae.‘ : .

A 5 P4 ; ’

2.. The volunteer was then seated in a chalr, and asked *
to lniernally rotate her arm as far as possible with
it hanging by her side. * She was then asked to ex~
ternally rotate her arm. L

! o . - ' £ I ’ ) O- " ¥ ’ . -

- Reflexive head movement was also noted with turning
away, ' from the arm and flexing -on internal rotation,

° and ;héad turning, towards' the arm and oxtending on ‘

. K external rotatlon. (Waterland 1967) ’

=

S

< I

Equlllbrlum reactions develop with cortical 1nfluence, ‘but
are not voluntary movements. , They are compensatorly movements
based. on a state of readiness sufficient -to brirg limbs into a
position of bhalance, and a necessary amourit of support %fonus.
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! ] ] ) )
The stimulus for eliciting an equilibrium reaction is a change

in body spatial positions or supporting parts, change in posi-

tion of limbs in relation to the trunk, or excitition of the
labyrinths through tipping the support surface. The purpose of

. demonstrating an equilibrium reaction is to distinguish cortial

control of an involuntary or reflexive response from willed
movement utilizing a lower level reflex pattern.

3. The presentor flexed and held the volunteer's left
leg, and pushed her trunk to the left. Tae reac-
tion of strong abduction and extension of ‘the
lifted leg was noted.' .walters, 1967) '

Ccontrol of movement in the limbs develops in the following
sequence: static positions; bilateral movement; mass reciprocal:
movement:; mixed movements; and then torsion (rotation). control
of muscle groups develops seguentially from flexors to extensors,
addtctors, abductors, internal rotators, and external rotaters,
Some of the children we see with developmental delay and abnormal
muscle tone, have essentially gotten "stuck" with certain muscle
groups predominating. This causes increarced muscle tone in
certain muscle groups and prevents gaining control in.other groups.

Sensory Motor Functioning

In attemptirg to understand complex movement activity, one .
musc be able to discern the component parts. -

The basic functional components of a motor activity include:
- 7
;

CNS

'/_——% Medulation _\

‘Sensory ' \ Motor
Y Input st Output_

o \ Feedback or (_/
Quality Control

%

All motor activity has a sensory componéht.j'For example:

1. One yawns: the sensory input somecs from sensory
“  receptors sensitive to the oxygen supply in the
blood.

. ke pe
-4;6" "JQ,J
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2., The act of moving one bod§ out of the way of an
the sensory motor input c¢oOmes

ontoming train:

from hearing,

of the train.

seeing or feeling the vibration

The sensorvy components of moveﬁent are bhasic. Three sensory
~ gsystems furnish information from the body.
gsensory systems and include the tactile, vestibular, and proprio-

ceptive and kinesthetic systems.

They are called somato-

mation regarding location of the system, the function, and how
the gystem is stimulated. '

ULATION AND MATERIALS

The following graph gives infor-

SYSTEM LCCATION FUNCTICN STIM
Tagtile Skin . Protection . Ways to Stimulate the Systen
: - - Discrimina- : ) :
tion 1. Rubbing
2. Rolling
—_ 3. Touch
Materials Used to Stimulate
the System
l. Barrel
2. Carpeting
3. Cotton Balls
4. Clav
5. Wal:«¢
~ 6. Paper Bags
| 7. Different Textured
\ Materials :
' 8. 3Sand
' . Mud
: ! X 10. Paste of Flour and Water
: ll. Sandpaper
o 12, Water Paints
N L 13. Shapes
! r f II\'\_
" il ; -
Vestibular Inner Ear - - Balance Ways to Stimulate the System
- Semicircular  Postural _
't Canals musculature l. S8pinning y
N Form and 2. Rocking /
space 3. Rolling /
\ perception 4. .Inverted Position /
. v/
: .
'tii._qh . " / - \\
| ~47- //
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SYSTEM T LOCATION " FUNCTION STIMULATION AND MATLRIALS.

Materials Used to Stimulate
the System

Swirg, Hammock
Cage Balil

Barrel

Scooter Board
Mat

Innertubes .
Sit and Spin
vestibular Board

OO~ Th LN e W DN =

Proprio- Muscles Body Materials .and Ways to Stlmulate
ceptive Tendons awareness the System

1. Pushing self off a
wall with leg while
on a scooter hoard

. or hammock.

7 2. Walkihg a curved rope
on all fours or a
kneeling position.

3. Jumning 1nto a circle,

- innertube, or over
_ ropes.

4, Blowing cotton balls on
floor in an all-fours
position.

5. Wheellkarrow game.

Kinesthetic Joints Consgcious - Materials and Ways to Stlmulate
‘ vestibular awareness the SYStem
Apparatus of joints -
in space- 1. Activities stated in
or of body proprioceptive
in space section.

2, Pull-push heavy objects
" across table.
3, Hot potato game.
' 4, Pulling self along a

rope whale lying
on stomach, back,
or in sitting
position.

5. Climbing.a rope or
pole.

6. Isometric activities.

48~
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Tactile System

-

At birth, the role of the tactile system is pfotection. The
protective tactile system is stimulated by light touch and is
developed in the fetus in utero. As infants develop, their need

" for a discriminating tactile system grows. In - the mature tactile

systen, discriminatory functions dominate and protective.functions
are activated only as needed. Discrimination is stimulated by
pressure touchp is developed after birth; and is influenced by
gravity, body weight and tactile stmmnlatiocn.

At time, the tactile system retains its protective function.
and the individual ‘may interpret touch as noxious or threatening.
Tactile defensiveness is the term commonly used to describe these
charaateristics. A child demonstrating tactile defensiveness
may exhibit avoidance of body contact; may not like to go barefoot; .
frequently wears long slegves and long pants; and may be particu-
larly aversive to shampocs, haircuts and face washing. The face,
chest, abdominal ~reas and feet are especially sensitive to tac-
tile stimulation. Tactile defensiveness may cause a child to be
distractible and have a decreased attention span. The discri-
minating functions of the system may not develop to fullest
potential.

The Vastibular System

The vestibular system has nerve pathways going to many parts
of the brain. It is a very important system as evidenced by the
fact that in the fetus, the vestibular apparatus is functioning
by 21 weeks gestation. The vestibular system may be thought of
as an internal -guidance .system. If the eyes are closed, it allows
one to be aware of movement of the body in space. .

A standardized test used to measure the integration of the
vestibular system is the -Southern California Post-Rotary Nystagmus '
Test. Nystagmus is the side to side movement of the eyes, which
is normal adaptive response. One attempts to stablize the visual
field following movement: of the head by fixating on objects in
space. It can be described by visualizing a person on a moving
train whose tracks are lined by trees. The person focuses On one
trea, follows it until it passes through the visual field, fixates

on the next one and follows it, and so on.

The limbic system as influenced by the vestibular system is
currently an area of much study. Many of the children we see
exhibit a postural insecurity - an unnatural fear of losing con-
tact with a support surface. Stimulation of the vestibular sys-
tem in relation to change of position against gravity can be
responsible for this fear.

The connection of the vestibular system with the automatic

nervous sSystém through the vagus nerve can effect blood pressure,

\



respiratory rate, heart rate, and can cause nausea and vomiting.
during vestibular stimulation. There may be a connection to
seizure activity in seizure prone children. Vestibular stimu-
lation must be done carefully and with constant observution. The
effects of vestibular stimulation in some children can be& very
long 'lasting, and even delayed up.to a day or more.

3. Proprioceptive-Kinasthetic Systems

. Proprioception is defined as the unconscious messages we
receive through muscles,. joints and relatad structures. Kines-
thesia is defined as conscious perception of joint position. '
The functions of these two systems help the individual to develop
an awareness of the body and to develop motor planning skills.
They help the .individual reach increased movement proficiency
and make modifications while moving. It might be compared to a
quality control system. . . )

. The Team Approach in the Educational Setting ;

. ' ]
1
l

Physical and occupational therapists are relatively new in
the public school setting. One mistake that we prohably all have
made is forgetting that we are used to working on a one-to-one |
basis, while teachers rarely have that opportunity. At our agency,
we have found that we can fit in to the classroom Setting by
working with the teacher, finding out what guestions and problems
he or she has with specific students. We then need to find out
the daily routine, such as free play periods, rest times, putting
materials away, lining up and going to other areas of the school,
etc.- Most often, goals of positioning, handling and various
activities for the therapy program can be fit into regular class
routines by the teacher, requiring no extra time or individual -
attention, and often making what would normally be' done for the
student easier, . _

Occupational and physical therapists may have their own lan-

guage, just as teachers do. We had to learn such thingsz as'LLD,-
EMR, TMR, ED, SH. Do not be afraid to ask a therapist to ekplain
if you are not sure of the meaning. AlSo, be sure to tell the

; therapist if vou know that you will be unable to carry out any
recommendations, regardless of the reason: no time, not physically
able, just don't agree with the recommendations, and so on. It
will save a lot of guilt feelings and time, and allow you to work
cut another way of sServing the student's needs.

Many of the methods by which we feel we can help a student
_utilize activities, games and play; and if carried over daily by
the teacher, good results can be obtained. TIf a teacher is willing
: and able to do this, the therapist needs to make sure that any.
e instructions aire fully understood. Try to actually do what the




therapist recommends in his or her presence. Many times an occu-
pational or physical therapist does things by "feel"™ or experience.
The therapist may tend to take things for granted, or may even be
nnable to describe things verbally. -If you try the activity in
the therapist's presence, there is time for such questions to
surface so that the program can be carried out correctly.

e

o
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INTRODUCTION TO A STUD. ON THE COMCERNS OF PARENTS
WITH DEAF-BLIND CHILDREN

Paulina Fernande=z

In 1941 Sir Norman McAlistei .Gregg, an Australian opthal-
mologist, first.documented the etiologic relationship between
rubella and congenital effects. Before that point, although
rubella had been correctly identified as having a viral cause,
it was .not known that even a mild infection in a-pregnant
woman could.cause severe defect in the fetus. Ohce the rubella
.virus penetrates-the placental circulation- from the preqnant
mother's blood, the fetus acts.as a culture medium. Therefore,
not only those organs .already belng formed are in danger ‘of
being malformed; all oxgans which will develop after the time
of infection are also vulnerable to the viral invasion. In
autopsies of aborted fetuses and in the stillborr and neonatal
dead, live rubella virus has been recovered from every organ

_system.

The consequences of congenital rubella become clearer as
the children affected in. the worIGW1de epidemic of 1964 con-
tinue to 'be evaluated systematically in a number of centers.

- The effects of congenital rubella reflect a truly awesome pic--

ture of damage. Rubella can cause abhortion and neonatal deaths
due to purpura (bleeding tendency). For the babies who survive,
" the conseguences of this disease include dezfness, visual

- anomalies.such as cataract and glaucoma, cardiac malformations,
and neuromotor abnormalities, such as spasticity of the legs,

or of all voluntary muscles. Some centers have also reported -

children with poor functioning of lmmune mechan;sms, dlabetes,

~ or growth disorders.

" In terms of behav1or, congenital rubella-car;also produce.
a high prevalence'of mental retardation and childhood autism,.
as .well“as the other abnormalities which are due to brain
damage. A further complication is caused by the fact that, for.
many of the rubella children, there can be a combination of de-
fects which also creates its.own behaviaoral problems. . For ex-.
ample, such a child might be blind, deaf, and autistic; or
_ deaf’ and retarded, with cardiac malformation. For each of these
* children with such a grouping -7 defects, the behavioral pat-
terns present their unique problems for management'and education.

'" In fact, in order to fully comprehend the problems.of these

victims Of congenital rubella as well as the concerng their
parents have, it 1s necessary to keep in mind the fact that,
where such defects occur in groups, the different pathologles
interact and potentiate each other. .Rubella children with more
than one defect are truly "multi- handlcapped" chlldren, with

extremely special needs.
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puring the course of a lorgitudinal study of children with

congenital rubella, we documented the concerns of-the parents.
Many of these parents have no other childrearing experience.
For..a sizable percentage of parents (39% in our study), these
are first children. Combineéd with the ordinary difficulty of °
learning to care for an infant, our parents were alsc faced
with the need 1o provide adequate care for Youngsters who Pre-
sented many problems because they were retarded or autistic,
as well as deaf, blind, spastic,.or some combination of these.
The problems of cbtaining the correct medical treatment,.
_psychiatric care, and educational programs for such children
are extremely great. For many parents, the presence -of such

a child in the home creates a new range of difficulties. Their
marriage itself may suffer; parents may feel guilty and .unsure
of how to treat well siblings; siblings may have trouble
adjusting to a life in which they get a pee ality of atten-
tion because of the heightened care and attention regquired by
a hardicapped child.. '

[}

As our rubella children grew older, parents were concerned
- about seeing that their children had the dppropriate educational-~——
opportunities, With the right school or teacher, some of these
¢children might flourish. Conversely, a program which did not
fully recoynize the child's complex needs might cause more
problems than it solved. .

Sixty-five percent of all the children in our study suffered
from hearing loss, rangind from mild loss to profound deafness.
For the parents of these children, concern about how to commu-
nicate with their children, about what methods of.communication
the children should learn, and about.now well they were able to
accomplish the task of cummunication when they did not hear,

was paramount. s
. Because our study was longitudinal, we had 3 anigue oppor- ;)
tunity to determine what effect, if any, .developrient would play |

in the nature of parent concerns. Some Problems which occupied.
many of the parents when their children were preschocl age
might recede in importance when the children werew:eight or nine.
Perhaps the demands of growth might change the focus of parent

concern.

: . We were also interested in discovering whether parents had
a realistic grasp of the priorities. 'Did they correctly per-
ceive their children's disabilities? Was the amount of infor-
Tatibn they needed to assimilate with regard to their children's
condition too overwhe.ming, or did they have a clear picture of
how their children were Joing? Was there a correlation between
the actual performances of these children and the focus of
parent concern? In the case of the children with hearing loss,
we also had the opportunity of comparing data on parent concerns
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with data about the children's actual performance in speaking,
writing, and communicating in.othev ways. Ve also evaluated
the children behavierally,” and could then correlate this in-
formation~with the concerns parents expressed about the prob-
lems of living with their multi-faceted difficulties.

Paulina Fernandez, Ph.D. . .
New York University Medical Center
Millhauser Labs, Room 316

550 FPirst Avenue

New York, New York 10016
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THE EMERGENCE OF INTENTIONAL COMMUNICATION

Inge Bretherton
Elizabeth Bates ‘

Mother-infant interaction, lohg K ithe province of researchers
in social development and attachment, has more recently captured
“the interest of those hoping to explore and explain the roots of
language. 1In fact, the early reciprocal interchanges. between
mothers and infants have been likened to protodialogue or pre- ;
verbal conversation, and have been studied as such by dasvelop-
mental psychologists  (Bruner, 1977; Kaye, 1977; Schaffer, 1977;
Stern, 1975). Even the component skills of interaction segquences
have attracted the attention of psycholinguists. For example,
showing, pointing, and giving were studied@ by Escalona {(l1973) and
Rheingold, Hay, and West (1976) as early forms of social sharing,
but have since been interpreted as proto-speéech-acts by Bates,
Camaioni and Volterra (1973). Crying was studied by Wolff (1969)
and by Bell and Ainsworth (1972) in terms of maternal responsive-
© ness to distress, but has since becume the subject of a stuay by
. Doré" {1873} in which he proposes that early "attitudinal vocali-
zations" ({such as crying) contribute significantly to later lan-
guage acguisition. . : ' Qg

4

r

* Although this interweaving of two areas has been fruitful-

. for both, the 'search for precursors of verbal communication and
dialogue .in ‘early mother~-infant interaction also has its dangers.
Structural similarity of earlier and later forms of behavior may
be, but does not have tb be based on shared underlying programs.

_ . - i R
<: Piaget has discussed the structural similarity of behaviors -

“in terms of his notions of horizontal -and vertical decalage. /
.Horizontal decalage refers, to similarity within cognitive levels

- - (e.g. within the sensorimbétor or preoperational stage) and in-
‘volves the extension or 'generalization of a cognitive program

. which a child has acquired 'in one ‘context to other contexts some-
what later. For example, B&ll (1970) has reported.that securely
.attached infants will manifest object permanence, first in searthing
for the mother when she has_disappeared.behind a screen,. extending
the gsame search proce%ure to' inanimate objects a few weeks later.
By contrast, insecurely attached infants dhow the reyerse order,
searching for inanimate objects before-they search for the attach-
ment figure. vVertical decalage, on the other hand, involves
structural similarity across cognitive levels. Ihstead of applying

' a gsensorimotor program to a new sensorimotor context the child has
to restructure the old sensorimotor program for use at a ‘higher
conceptual level. 'For example, a l6-month-old infant may finally
waster the ability to conserve.the notion of permanent objects,
despite gomplex disappearances and transformations. However, the
same child will not yet be able to consServe attributes or dimen-

“siong (e.qg. length, quantity and weight) under transformation
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until several years later, at entry into concrete operations.

For Piaget, both types of decalage involve direct transfer, In

herizontal decalage the same program is applied to different

contexts) in vertical decalage an existing Frogram is rawrltten

for application at a higher level,. ,

) o
Psycholinjuists locking for the roots of-language.and.dis=- .-

", course in preverbal mother-infant interaction are,clearly postu-
lating something akin to Piaget's concept of vertical decalage \
(in this case from the sensorimotor to the symbolic level).

However, there are two alternative explanations for these observed.
structural similarities. The first of these is simple that the
two systems could independently have evolved similar solutions to
similar organizational problems. For example, the turn-taking

. reqularities witnessed in early mother-infant games may resemble .
later conversational rules ‘merely because there are only .so many
stahle ways to achieve dyadic interaction. In other words,!solu- ,
tions ' may be‘iﬁb&lOped afresh (analogously) rather than by building
on earlier solutions (homologously). Schaffer (1977), too, recog-

_nized this problem, pointing out that until we can show continuity

(homology) alliwe are entitled to assume is analogy.

T Schaffer also drawsour attention-te-a--second explanation of
apparent continulty. Vocal turn-taking which has been observed
in interactions|with very younyg ‘infants may be brought about en-
tirely by the mother's 3zkill at inserting her vocalizations at
appropriate moments into the baby's babbling sequences. The con-
© tinuity is.provided by the mother, who withdraws her support as
the child becomls able to respond contingently.

The only_méthod whereby the case for or against continuity
(i.e., the case [for or against homology between earlier and—later -
structures) could be made definitivelys is by way of deprivation
studies, a method thankfully not open to us. Prolonged and se-

. vere social deprivation in infancy, as documented by Spitz (1965),. '
does affect language development, but it does so alony with impair-
ment in every other area of development as well, It 1s impossible
to say whether, in these cases, delayed language development yas
due to lack of opportunity to acquire the negessary cognitive
skills or to loss of motivation for human i:reraqtion.

A

To examine the case for or against contiinuity we must there-
fore explore other methods, such as correlational studies.or
training studies. Correlational studies can be used to show ,
‘whether skill &t turn-takKing in reciprocal games during an early
istage of development is predlictive of verbj? dialogic skills
later on. Through training studies, we can demonstrate horizon--. -

* tal decalage. ' If the same underlying program regulates two be=-
havioral domains, then training in one behavior should lead to
progress in the-other, regardless of the gequence in which the

two behaviors first emerge in a child., ;

s !
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We could decide to use either continuity or discontinuity

.as the working hypothesis for our research. However, since

continuity in some sense is always & prerequisite for further

" Jdeyelopment we suggest that .the search for continuity is the

more promising approach. Such a strategy will automatically
uncover the degree of discontinuity between earlier aid later

c"mpet9n01es as well.

What do we mean by - ontinuity? It us especially important
that we define our terms because change is the most striking
fact about infant behaviar: "the execution of .behavior becomes
more controlled:.and infan+ s:gnals therefodre become more read-
able to caregivers, dyadic eeguLr .8 grow more complex and
organized, the .nfant takes incC.:Ig ngly more SObLal initia-
tive and unintended (perlocut.: naz,) 51gnals are replaced with ..
intended (illocutionzry) messages. Despite this plethora of
changes the case for continuity would be satisfied, in our view,
if it could be shown that behavioral and. org an1zat10na1 gskills
which an infant has-acquired during one p :.od of development are
used-in the construction of more complex u_;av1ora1 and organi-
zaticnal skills later. We therefore believe that it would be
most fruitful to investigate transitions between stages. (We
use the word stage as an organizer, Lo mark tBe attainmant of
new skills. A new Stage incovporates behaviors which have gradu-
ally been acquired during the previous state. Anyone reading

.Plaget's (1963) acco.nt of the five sub-stages of visually guided

reaching within sensorimotor stage II will note that his stages
do not refer to gquantum juvmps either.) 1In other/words, we sug-=
gest studies of how the baby gets from A to B . { to D, rather
than .assuming that because A and D have someth 1ng in common they
must therefore be ¢ausally linked. Such an approach would pre-
dict higher. correlations befween A and B or B and C than between
A and D. | y_ -
BeLore we proceed w*th ‘onr presentatiopn, we would 11ke to
insert yet%another'word 'of caution. Of.course, the acqu151tlon
of -interaction skills is affected by the maturation of the centr..l
nervons system as well as by the infant's interaction with the

‘physical and social envxronment. No matter how,synchronous early’

dyadic interaction, we have yet to hear of a. conversing 3- month-

old. Limits on the speed of development are iLmposed, for example,

by the myellnatlon of brain structures in the human infant (see

Konner, in press, for a review). The visual system is altready
partially myelinated at birth, but the auditory system hkégins
myelination only in the lattPr part of the first year. Further-
more, the .corpus striatum and the globus pallidns myeiinate in
the £irst and s2cond years. Thése structures, when stimulated in
squirrel monkeys, give rise to highly ritualized, species-specific
fixed action pattelns (MacLean 1973). According to Konner, this .
raises the possibility that if there are fixed action patterns in
human SOGlal bahavior, Lhey may be controlled from homolagous

T ' . . . aB3- ol



gsites. We ought to keep these points in mind when reasoning
about continuities in development in general and about the
relationship between cognitive and communicative skills through
underlying homology in particular. "

' The Emefgen;e of Intentional Communication:
How Well Has the Case for Continuity Been Made? ° o

a

. There are many different angles from which continuity in

the emergence of intentional communication could be probed. 1In
this paper-we shall limit ourselves to discussing the.case for
continuity in terms of the development of intentionality and
reciprocity. In ordér to engage in intentional communication one
‘must be able to plan one's behavior, but. one must also- know that
the partner can comprehend messages:! that communication is _.
reciprocal. Strange to say, there has been no systematic longi-
tudinal study of intentionality vis-a-vis objects and persons
since- Piaget published the observations of his three children in
'Origins of Intelligence in Children (1963) and The Construction
6f Reality in the Child (1954). . In order to provide a framework
for our presentation we will first outline Piaget's observations
and then relate them to SubsSequent research in this area, including
ovr own. TIn the final section we will discuss the development ;;
reciprocity from the earliest proto-dialogue to verbal discourse
Unfortunately, neither Piaget nor anyone else has provided a
longitudinal study covering this whole period. We have therefore
drawn on a number of different gtudies to present this topic. .

The Development of Intentionality Vis-A-Vis Objects and Persons
According to Piaget

Intentionality does not spring forth fully formed at the

point when infants become capable of intentional communication:

by then it already has a respectable history. Fu¥rthermore, to
influence.a partner intentionally is not the same as communicating
intentionally. 1In this brief Summary we present examples of in-
tentidnali'ty stage~by-stage, and since people-directed intention-
‘ality cannot easily be discussed without considering t"a baby's
cpmplementary ability to predict the behavior of human partners

we have also included examples of the latter. The term inten-
tionality is used here in. the same sense as defined by Bruner
{1973} : . :
"Intention, viewed behaviorally, has several mea-
surable features: anticipation of the outcome of an
act, selection among appropriate means for achievement
of an end state, sustained direction of behavior during
deployment of means, a stop order defined by an end '
state, and finally some form of substitution rule where-
by alternative means can be deployed for correction of
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L dev1ation or to fit idiosyncratic gonditions It can

be argued from evidence that the capacity for all of
these is present from birth." (p7 2)

td e I: Laurent (all observations from Piaget,f1963) can
use kinesthetic and tactile feedback to guide his' search for the
nipple, but only while he is already engaged in feeding

Stage II: Laurent searchs for tha sound of & #%t._e which .
is shakenout of his visual field. 1In analogous fashion he looks
for his father who produces a bzzz sound out of theg baby's sight.
Laurent now initiates behavior intentionally, provaded the goal .
remains perceptIEle during the search (OI, Obs. 48 and 49).. In
terms of predicting human behav10r, Laurent has disCOVered that
he will be fed in a person's|arms and not on the; dressing table
'{he only tries to nurse when' held). ,f
Stage III: Laurent (OI, Obs. 99) has learned how to shake
a rattle dangling from the Pood of his bassinet' by tugging on a
atring. He is now able to /foresee the effect he will create,
looking at the rattle as he reaches for the string (OI, Obs. 169){
Furthermore, he seems to have noted the connection between the ' -
intensity of .his motoric eff0rts and the loudness of the rattle
("It is impossible not to ‘deem this gradation’intentional," (0I,
Obs. 106)) In order to activate persons, the baby seems to use
schemes which have been successful at activating the toys on
his bassinet (arching: bduncing, or tugging dn a string). Later
during the same stage Laurent who has observed his father set a
toy in motion tries to recreate the spectacle by grasping his
father's hand and shaking it ("He treats itilike a rattle whose
properties depend on hisiown action," 0OI, Obs. 133). During
this stage visual stimulji enable the baby to predict a person's
behavior. ' Lucienne, at 3.5 months, stops crying when she sees
her mother unfasten her dress for a meal (OI, Obs. 27).

Stage IV: Jacqueline plans activities with an object which
is not viSiEls (OI, Obs. §29) In the midst of tapping toys
against her wicker bassinet.she stops, looks for her shoe which.

is hidden by a shawl, uncgkers it, and strikes it with a toy.
Jacqueline! (OI, Obs. 127} has also dcquired some notion of personsg
as autonomous movers:i, it is now enough to push her mother's hand
toward thepiece of materla§¥Wthh she wants her to swing back

and forth. 5 She does not continue to activate the mother's hand.
Similarly, |Laurent {(QOI, Obs. \¢23) pushes his father's hand away-
when that hand restricts his movement or' is about to remove' a
desired toy. In’'terms of predictions, Jacqueline (OI, Obs. 109)
smiles and says "aaa" as soon 'as the door to her room opens in

the morning| (before she can se& the person} and cries (OI, Obs.

133) when see Sees a person geh up to leave.

Stage Vi Jacqueline realizes (OI, Obs. 147) that objects

can be made to move on their own\prOVided they are placed in the
1 .
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appropriate starting pesition, i.e. celluloid duck released under
waEéI will pop up spontaneously, Laurent (OI, Qbs. 148) discrwers
that he can obtain one object (a watch} by pulling on a second
{the sugport"on which the watch is placed}. Much later in the
same stage, Jacqueline learns how to use 2 stia. in order to move
an nbiect, towards herself. The stick presents a more difficult
problem since the baby has to create the connection, not utilize
a connection already provided., Jacqueline also realizes that a
person can be activated by messages. These messages may be be=-
haviors such as assuming an expectant posture to get papa to
continue his antics (Piaget, 1954, Obs. 152) or communicative
gestures Like pointing. :

Stage VI: The baby now plans behavior several "moves" ahead
and considers alternatives before carrying them out., Jacgqueline
arrives at a door with two blades of grass and puts the grass -
down out of the door's zone of movement before opening it (Fiaget,
1963, Obs. 18l).. Jacqueline also knows that a false message is
most likely to activate her parents: she pretends "a certain
need” in order to be taken ‘dut of the playpen when her real intent
was to continue the game she had been playing previously (Piaget,
1954, Obs, 160). | .

In Piaget's view, intentionality vis-a-vis people and objects
develops very much in parallel. With each .stage the infant is
able to insert more behaviors between the formation of an intent
and the attainment of the goal and to make predictions of human
behavior further and further ahead of their actual occurence. This .
requires not only development of intentionality but parallel de-
velopment of the concepts of time, space, object permansce, and
causality; since a baby can only use feedback from an object or
situation inasmuch as that feedback can be interpreted within an
organized framework of "meaning". ;

Related. Research on Intentionality vis-a-vis Objects and People

Other research findings, while in general agreement with Piaget's
observations, indicate that he may have been too conservative in :
his account of intentionality. :

o Stages I - IV. Regarding intentionality vis-ad-vis objects,
Siqueland and DeLucia (1969) showed that thg capacity to "make
interesting sights last" exists well befoxe the emergence of eye-
hand coordination. Even three-weck clds can operate slide pro-
jectors in order to view pictures, if the contingent event is
hooked up with their much more mature sucking-system rather than
their as yet lmmature qrasping system. Watson (1972) showed that
8=week old infants can activate mobiles with headturns and finally,
Papousek and Bernstein (1969) demonstrated that, without prior

- shaping, infants as young as 4 months of age are able to work out
simple strategies for switching on a spectacle; strategies such as
turning the head.once to the right and once to the left.
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Research on 1ntent10na11ty vis-a-vis people ‘also suggests

. that 1nfants may be somewhat more capable than Piaget envisaged,
at least during stages I - IV. There .is now abundant evidence
that human, infants are priméd for social interaction from birth.
There is also evidence that expectancies of caregiver behavior,
are. formed.durlng the earliest days. Sander (1977) found that
babies respond with dismay if the mother's face is masked during
feeding during the 6th day of life. 1In another "violation of
expectation" experiment, Tronich; *Als, Adamson, Wise and Brazel-
.ton (1978} showed that infants turned away from the mother if

she stopped in the course of reciprocal play and presented a
sober, immobile face for three minutes. Finally, as early as

4 months infants follow an adult's line of regard, looklng where
the adult is looking.* This shared reference (Scaife & Bruner,
1975) goes a step beyond mere ant1c1pat10n or noting that som:-
thing is not right. Furthermore; there are some tantalizing
suggestions in the literature which suggest that around 7 months
of age infants begin to takk more initjative at engaging the
partner in interaction (not merely in keeplng an interaction
going with magical procedures, as suggested by Plaget s examples) .
Ainsworth (1973) has pointed out. that atvabout this age babies
enter a new phase in their relatlonshlp to the mother {(the

phase of active initiative in seeking proximity and contact). She
reports that infants' greeting responses become more ¢ . = and
effective and that their active contact-seeking and me + aing
behaviors are more significant: “His'51gnals clearly .. - intent
to evoke a'response from the mother." Sander (1969) also postu-
lates a stage of initiative beginning at 7 months, a period during
which the, infant makes social bids which are intended to secure :
the mother's attention and _cooperation in. reclgrocal games. Since
neither of these 1nvest1gators was interested in intentionality
per se, there is no precise indication on which aspects of infant
behaviors their judgments were based. However, this period does
coincide with Piaget's stage IV in the ‘development of means: the
ability to use old means to new ends.. We suggest a more careful
look at intentional behaviur vis-a-vis persons from the begihning
of stage IV to the onset of stage V. -

Our own research indicates.that the ability to "show off",
. to engage in a behavior that has previously attrac+ted the atten-
tion of an adult, precedes .intentional communication. We do not
know, however, when these behaviofs first appear. Furthermore,
we have anecdotal evidence about infants who squirm in ordér to
be put down and raise their arms in order to be picked up, using
these behaviors to influence adults.  Sugarman (1978) conducted
one of the few studies of the transition from stage IV to V. She
. found that infants first either reach toward desired objects or
look up at adults for help. Only later do they combine the two
behaviors into one m2ssage (stage V} looking back and forth from
object to adult while reaching toward the object. However, even
the alternation of object and Person directed behavior may occur
earlier than Sugarman suggested. She made things difficult for



' the baby by seating the person who: offered the object slightly to

. the side and behind the baby. Thls spatlal ‘arrangement made it -
more diff .cult--for the infant to 1003 from object ‘to.person than = =
had both been located in the same visual field. The period pre-
ceding the first occurrence .of intentional messages is an inter-
esting one: there seem to 'be definite attempts to influence
adult behavior but without ﬁnderstandlng that others are renters
of 1ntentlonallty like .ocneself. -

Stages V and VI. With entry into stage V we are on much

_ firmer ground: this is a period which we have ‘studied extensively.
It is the. period when infants begin to attribute spontaneous
moblllty to objects and agency to people {(Piaget, 1963). Instead
of making an adult "go off", infants are now able to construct
1ntennlonal messages. Intentlonal communication, as we define it,

- %ﬁfégnalllng behavior in which the sender is aware a priori of
th f£féct that a signal will have on his/her listensr, persisting
in that behavior until the effect is obtained or failure clearly

* indicated. The behaviors that are used to infer the presence of
communicative intentions include {a) alternations in eye-contact
between the goal and the intended listener, (b) augmentations,
additions; and substitutions or signals until the goal has.-been
attained, .and {¢) changes in the form of the signal toward abbre-
viated and/or exaggerated patterns that are appropriate only for
achieving a communicative gecal. :

©

Around 9 months of age,. ‘some infants already use gestures
whose sole purpose is communicative: giving, showing and p01nt1ng.
In addition behaviors such as reaching which have already.been in
use for some time become ritualized into communicative -conventions;
that is, instead of desperately straining toward.an unreéachable
object, the baby may look at the adult while opening and closing
the palm as he/she reaches.toward the object. 1In an earlier study
with 3 subjects (Bates, Camaioni, & Volterra, 1975) we pointed
.out that nonsocial tool use (using one object to obtain a second,
such as pulling in an object placed 6 a .cloth) and social tool-
use {using a person as a means to obtaln an.object or using an
object in order to obtain a person's attention), were closely
linked in time, although nonsocial tool-use tended to precede
social tool-use. In a subsequent study with twenty-five-children
(Bates, Bretheran, Carlson, Carpen, & Rosser, 1979} we found Slgnl-
ficant correlations between individual measures of gestural com-
munication and nonsocial tool-use at 9 months and significant
correlations from 9-12 months for nonsocial "tool-use with summary
measures of gestural communication (Bretherton, Bates, Benigni,
Camaioni, & Volterra, 1979). However, in this larger sample non-
social tool-use did not always precede social tool-use. Sometimes
the reverse was the case (horizontal decalage). We therefore’
postulated (Bates and others, 1977) that the same underlying pro-
gram could first manifest. itself in either the social or the non-
social realm. Furthermore, social and nonsoc1a1 tool-use con-.
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tinued to be related across the age.span investigated, so that
progress in one predicted progress in the other. .In addition,

the emergence of first words and the guality of infant-mother _—
attachment (as assessed in the Ainsworth Strange Situation, see -
Ainsworth, Blehar, Waters, & Wall, 1978) were significantly
correlated with social and nonsocial tool-use (Bretherton, Bates,
Benigni, Camaioni, & Volterra, 1979)-

These findings would be. less interesting had object permanence
or spatial relations (two from the Uzgiris-Hunt [1975] scale) '
shown equally strong relationships with communication. But this
was not the case. "The only other variable which was related at
all strongly to communigation ‘(and then only to verbal production,
not to:'production’ of"communicative géstures) was vocal and gestural
imitation during the latter part of the study. Our results are .
supported by research from other 'quarters. For example, Snyder
(1975) reported that language-delayed children at the one-word
stage are significantl¥ impaired both in tool-use (as measured by
the Uzgiris-Hunt scale) and in several aspects of gestural com-
munication or social tool-use (see also Curcio, 1977 and Snyder, '
Carlson, Bretherton, & Bates, 1978). ' ' ' :

' 'Across a longer time span only the summary variable of ges-
tural communication. remained strongly predictive of communicative
development (Bates, Bretherton, Carlson, Karpen & Rosser, in
press) both in the gestural and verbal realm. By contrast, non- ,
social tool-use during the earlier study was only sporadically ' ___
related to communication at 19 nonths,” indicating stronger con-
tinuities over time within.the social domain.

While there are certainly structural similarities, inten-
tional communication is a qualitatively different kind of tool-use
than pulling in a toy with a cloth or string. To achieve a real
understanding of social tool-use the baby will, at some point,
have to grasp the difference between what Aristotle has called -
"efficient and final causality". In the making of a statue the
impact of the chisel on the marble is the efficient cause, and
the plan which the artist has in mind is the final cause. In
other words, plans, goals, and ‘inténtions are final causes of
action, The -child, in order to comnunicate intentionally, must
-understand first himself and then.the partner as final causes.

- The baby must develop what Premack and Woodruff (in press) have
called a theory of mind: ' :

' "An individual has a theory of mind if he imputes
mental states to himself and others.. A system of in-
ferences of this kind is properly viewed as a theory
because such states are not directly observable and
the system can be used to make. predictions about the
behavior of others.” - g

~ However, a theory of mindialone is not'sufficient. The child
must also understand that he/she can operate on the partner as a
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final cause or operate on the partner's intentions. In other
‘'words, the baby must realize that he/she can interface his/her
mind with.that of the partner or develop a theory of inter-
facing minds. A theory of interfacing minds can be used to even -
greater effect when the baby can (in stage VI) mentally mani-:
pulate the representation of the partner and thus select opti-
mal communicative strategies, sometimes several moves ahead of
the intended effect :(see Jacqueline Plaget s first lie, guoted
earlier) _

» We will now turn to the transition from $tage V to stage VI.

This tranhsition is gradual, but by 13 months we feel sure that
infants use both vocal and gestural symbols to recognize, cate- . |
gorize, identify, name, and communicate abouf events in the world.
" slterra, Bates, Benigni, Bretherton, & Camaionl, {in press) :
report parallela between verbal and gestural naming which include:
parallels in content as well as in the gqualitative changes across
9=12 months. FPor example, babies tend to have words for drinking

. implements {cup, bottle) as well as. applying pretend schemes to |
‘these objects (drinking.from an empty cup or bottle). Similarly,
’1nfanbs tend . to have both greeting gestures and greetlng words,
eating gestures and-eating words. Although the total number of

. words a baby can produce is significantly-.correlated with the
number of gestural schemes, & baby often has the word for one

item and the gesture for another, not the automatic and simulta-
neous vaUISltlon of both. - _ .

The second parallel‘occurs in the gradual decontextualization
‘of verbal and gestural naming. - Both pretend kehaviors and names
tend to be applied to a narrow range of 51tuatlons at first and
to a much wider range of context later. For example the word:
"dada" first appears in situations where the child is engaged in
play with the father, but is later used to label a picture of the
father or when the father's car is heard in the driveway. This ;
gradual freeing of communicative behaviors from contextual. support
-anables the baby. to use gestures more and more inventively.

. We would like to further illustrate this point by describing

the increasingly sophisticated manner in which babies use the
pointing gesturé. The transition from non~communicative to ¢onmu~
nicative pointing cccurs when children make sure that the adult

is attending to the message Ly brief visual checking (Bates,
Benigni, -Bretherton, Camaioni & Volterra, 1979). In a sample of
18 month olds (Bretherton, 1977), infants were seen to use +his
gesture in a more sophisticated way: they stood facing the mother
while pointing to an interesting toy bahlnd them, i.e., the chiidren's
gaze was away from the place at which”they were pointlng most of

- the time. Furthermore, infants come to use the p01nt1ng qesture
to indicate events which are not visible; e.g.. peinting in the

- direction of the drive and saying "Daddy" when the sound of father's
car is heard (Bruner, 1977). At 15 months, Bruner ¢bserved an even
more lnteresting instance of pointing: the c¢hild who was “reading"
.a book with his mother pointed to a wine bottle in the picturebook
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‘and. -from there to the dining room table, as-if conceptually linking
the two. One of us (I.B.) has observed a similar use of the point-.
ing gesture in.a 15 month old boy: in play with a doll family. Upen
being presented with the mother doll, thé child inspected it and-
then turned around pointing to his mother and saying "Mommy". When
the father doll was brought out, the little boy looked at it care=
fully and then pointed toward the door saying "Daddy” (his father
-had not come to the lab). Similarly creative uses. of. the "Bye-bye"
gesture have been noted in the author's present study with 13

month olds: waving bye-bye was used when the infant was tired and
wanted to go home after a lab visit.' It was also 'used during a
home visit to indicate (we think) "that the child wanted the testers:
to leave: by waving bye-bye to the tester instead of carrying out
the suggested task. '

As children enlarge and learn how to manage their communica-
tive repertoire, many communicative intents other than the declara-
" . tives and imperatives mentioned by Bates, Camaioni, & Volterra .
. (1975) become possible. Here are just a few which can be conveyed
- with simple gestures only. -

demandirg or requesting (reach + look to adult) , )
answering (shaking head to "do yvou want water?") . ‘
refusing (shaking head, making a ritual push-away gesture)
praising (clapping hands, usually in self-applause) T
declaring or sharing reference (pointing, or point + look)

_ Dore (1973) 'has claimed tHat the iliocutionary force of commu-
nicative intents is conveyed by the intonation of the preverbal ,
utterances whereas the accompanying gesture indicates yhat is being
communicated about. -While we agree that this can be so, we do not
believe that the distinction is always so clear-cut. Although tne
baby's intent may be encoded in the prosodic featu.es of the pre-
verbal uttersace,. it may also be encoded in the execution of the
gesture (e.g., impatient waving of the arm while holding a point
gesture is more likely to be intended as and to be interpreted

©as’ an imperative than a declarative). <In addition to ‘specialized
communicative gestures (e.g., pointing), the performance of ordi-.
nary . everyday behavior can have communlcative jatent. An .example
is Jacqueline Piaget's method for ‘persuading her father to whisper
int¢ her ear again by merely assuming the appropriate posture
(outting her ear near his moth). We have observed some similar
examples of communicative behavior during our own studies, e.q.,

~ holding a telephone receiver to the mother's ear to induce her
to phone (this .conveys L - message more-precisely than merely
dumping the whole telephone apparatus in the mother's lap}. A.
related example that occurred several times involved turning the
doorknob but intermittently looking back to the mother with plain-
tive sounds, conveying "help me to open this dcoor". This type of
behavicral communication has not been studied systematically--and
no wonder since it is particularly difficult here to differentiate
intended from non-intended messages (illocutionary from perlocu-

tionary forces).
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However, we have in our observations come across one type of
behavioral communication which has all the hallmarks of inten-
tircnality:  teéasing. Teasing was reported by more than half of
" the mothers of the American sample during our recent longitudinal
study. Teasing or "fooling" usually involves the following fea-
tures: {(a) the baby makes sure the adult is watching, (b) the
baby only pretends to curry out the activity, (c) the baby secems ,
o expect a very specific adult reaction. BExamples of teasing are:

i. Looking if the adult is watching and then reaching
toward a forbidden plant, but not actually touching
it, waiting for the adult to.say "no".

2. Climbing the stairs part  way (this is not permitted),
looking back to see.if adult is watching and as
adult approaches, quickly trying to climb a few more
steps. :

3. Pretending to fall downstairs when adult is nearby.
4. Pretending to be asleep or hiding when mother enters .
* the room in the morning. When mother holds eut her
hands, coming forward a little and then bouncing

: back into a pretend-sleep position. - ¢

5. Offering food to adult; putting it even closer when

..adult opens hls/her mouth but pulling it back at

L VI - e e T o e T

the last moment. ~ R —_ -
‘When a baby. teases he/she is, as in an act of pointing'or showing,
operating on the adult's intentions. Teas;ng is thus a much more
advanced way of "making the adult go off" than the nare "s1ow1ng
off" of an earlier stage. .

.‘

Having discussed some examples of the baby's increasing
sophistication in how he/she employs gestures and bebaviors to
.convey intents, we can now eéxamine creative gesture-word combi-
nations. In our previous study we analyzed gestures and words
separately. In our present study we are..seeing glightly -older y
infants (mean age 13.5 months). At this age, we have noticed
two types of word- -gesture mess:ige constructions: a parallel and
an addltlve type . In parallel constructiong the word exXpresses
very much the same communicative inrtent as the gesture, so that
in many cases the word alone or the gesture alone would suffice
to convey the intent (e.g., saying "bye" and waving). To make the
point clear we arelistingbome examples below: . .'
"Dis" or "See" + point or show ’

"Dadoo" (thank you) or "Da" (Italian for give) + give
"Hi" or “Bye" + wave , '
"Up" + arms-up

"No". + headshake

"Uhuh" + nodding

"Yeh" + self-applause

Because of their redundancy these dual messages are clearer

~
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to the addressee than their 51ng¢e counterparts. ThlS is especially
~“true of the case of showing, in which adults often have trouble
distinguishing between an infant's intent to give and infant's
intent to shcw. Additive combinations, on the other hand, are not
only clearer but more precise than single gestures, although ‘
there are big differences in how much' the combination adds to the
messafge. Some examples we have observed and found in the literature

are:

"Muckie” + point to poster (at’ 13 months) '

"Milk" + reach toward kitchen counter f{at 13 month:)

"Loos" (juice) + banging on refrigerator (at 12 months)

“No" + pushing food away (at 13 months}

Tummy "+ headshake, seemingly for "it's nct Mommy" when
a stranger enters instead of the mother (at 16 months),

"More" + headshakée, seemingly for "no more" (Carter,
1975, at 15 months) b ' -

"Fix" + give (at 18 months)

‘These combinations could be studied in much more detail. For
example, it would be useful to look at the temporal relations that -
hold within gesture/sound pairs, i:e., whether the word always

—~“wfeL&ews~eEmpseeedesn$he~gesEureT-whethenmthe_twowaremgenerally A

- simultaneous, or whether the sequence is optional. Another ap-
proach would be to examine the relative weight of gesture vs. sound
in these combinations.' For example, Carter (1975} has presented
the only detailed longitudinal case 'study cux ‘rently available on
the precise nature of gesture/sound combinations in this age range.
A particularly interesting pattern reported in her study regards
the relative gtability of gesture vs. sound in the longitudinal.
course of these packages.  In the earlier phases, the gesture tends
to be relatively fixed in form, while the sound may Vvary consid-
erably within the same vommunicative goa. .ituation. Later on, -
within the same kind of context, the sou.’ becomes more fixed in
form while the gestire "frees up" or becoﬁ% more variable.

As soon as thé word "sequence" is mentioned, most linguists
will probably think, "Ah, primitive syntax". However, word-gesture
combinations do. not haVe to be arranged sequentially to carry their
meanings, and as Carter has shown, they may also be rearranged con- -
siderably in form without significant variations.in communicative
effect. Some recent research on language af the one-word stage,
in'particular a study by Greenfield and Smith (1976), suggests that
gsingle words combine with gesture and with the non-verbal context
to convey such: "grammatical" concepts as agent-action, action-
nbject, and object-location--notions that the authors describe
with a version of Fillmore's case grammar (Fillmore, 1968). A
number of criticisms have been'offered of this "rich interpretation”
approach in reading ths intentions of one-word speech (e.g., Howe, /
1976). 8Still, there i1s good reason to believe that children con-

' R
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trol, m01u complex combinatorial mean;ngs than is ev;dent in their
one-word utterances alone.

The Greenfield and Smlth data rEgards cumbinations of. word
and gesture by children learning a language that will, at least
eventually, depend most heavily on the oral component. However,
children acqulrlng a purelv gestural code, show remarkable precocity
-in conveying complex meanings. #First, "it appears that- the earllest
fully .symbolic signs in children vaulring American Sign Language
(ASL) .as a native language, appear at about 9 months (Prinz, 1978).
and there is one dqcumented case of a completely conventlonalfand
arbitrary.sign- as early as 6 months of age (Hoffmeister, '1978).
 Furthermore, the ASL combinations .(analogous to 2-word utterances)
have beet reported laround 14 months by deaf parents of deaf;chlld-
ren,,at least four months earlier than in infants acquiring/an
. oral language (Stokoe, 1976). Whether we are studying the acqui-
sition of oral or manual languages, it seems fair to conclude
that an examination of the earliest regular gestures will tell us
a great deal about transitions into 1lngu18tlc behavior that obeys
grammatlcal conventlons ' - .

Once mult:ple-word utterances become common in the oral modallty;'
the accompanying gesture may drop back in importance. Carter's
—~fesults gertainly suggest that the gestural component of Messages
may at least becomé more variablte-and-hence-less.dependable (¢on-

. ventional?) in forh. Nevertheless, as.we shall see in the next
section it will be a long time befors language isg no longer an
accompaniment of action tied to the ongoing sensorimotor context. .
In short, it will be a while before a child'can perform the ana-

~logue of cooking dinner while discussing 1anquage development. -

¥ tLd
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The Emerééﬁeehof'ﬁialogue

True dlalogue dlvorced from actlon_only appears well lnto the
second year of 1ife (Ervin=Tripp, & Miller, 1977). Do the forms
of ritualized mother-infant interaction which precede this ability .
facilitate its development or are they strict prerequisites (e.g.,
dialogue will not develop without them)? As we have already pointed
. out, the teirm protodialogue has at time been~used loosely to note
similarities between ritual games and discourse (or even communica-
tive ability), assuming but n¢t actually showing underlying homo-
logy. As we will show, the lack of ngitudinal studies in this
areld makes it difficult to make sta?dﬁents about continuity with
confidence. -

-
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*The earliest mother: THEEHE "games “have-more- to-~do.with.developing
joint rhythms than with turn-taking per se. Before one month of age,
interaction sequences are hard to establish (Brazelton, Kozlowski &
Main, 1974). Thereafter mather and infant interact {(if they.are
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succes~fu1) in 301nt_§ynchronv The mother tries 'to get the baby
to respond te her anLlcs, and as he/she becomes 1hcrea51ng1y ex-
cited the mother 2dds more behaviors until the baby shows signs

&
§
*

' of flagging. At this'point the mother tends to tone down her

own behavior, to match the -baby's; the next round of interaction

- ‘starts when the Baby looks back -at the mother. Stern and his
colleagues have studied motheérs and infants at play from 3 to 4
months descriping the observed interactions as a dance (Stern,
1877). Such kgdmes may be necessary precursors to later repéti-
tive turn-tak\ g games*such as looming reciprocal vocalizing, re--
.ciprocal hand-clapping, and so on. The repetltive form of turn- -~
.takirng-betomes exceedingly common ldter on. Many such games are
invented on. the 'spur of the moment even with unfamiliar partners.

. They are udseful, especially with unfamiliar partners, because of -
their simple scripL, "Flrst.yourdo thls, then I do that".

Mothefs first 1ntroduce games with a "storyline" ({(e.g., peeka-
boo and pattycake) around 5 months of age (Ratner & Bruner, 1978).
Ratner- and Bruner 'in their longltudlnal study of a disappearance )
amg were not out to show continuity in 'the baby, but continuity

n the dyad. Figure 1 (redrawn friom their paper) depicts the .
structure of a disappearance game ‘in which the mother pulled a .
clown from a cloth cone and made it disappear again. Note how

Wt mother, when she.first 1ntroduced “this game, markad each
wgnhetUre—w¢th~app opriate utterances. .

. \ ] ,Insert Figurgrl;ebdut'here
|

\‘At first (5 months) the baby was malnly a Spectator, at 7

-months the baby began to respond 'to the rhythm of theé game, at 8

months- he/she’ imitated the mother's veocal marking of the clown's
disappearance.. Finally at 15 menths, the baby had mastered the
whole 'sequence and was able to perform either the agent role with
manrlvarlatlons, or as a réc1p1ent to insert appropriate comments
to- th partner s.actions. Tt is prDbably more difficult to show -
continuity in this. type of complex game which is at. first much too
difficult “for the infant than. through a series- of games with graded
; kY . . / I . .
To, what extent is th CqU151tan of turnhtaklng skills de-~
pendent: on the kind of ritual interchange’ we just discussed? After
all, babies cooperaté with their mothers in many other, less struc-
tured, activities such as eatlag, bathing and going to bed. 1In

' ~fact,'1t i's ‘rather hard for mother and infant not to develop a

series of dyad ¢ scripts., The;oppor zunity’ to acquire turn-crking’
competence in these less ritualized cooperative sequences should

also be studled . L\ ‘ . .

o
tes has conducted ar. investigation which hlghllghts tae im-
portance of just such situaticnal Vdrlables in ~onversations of
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" older children’with their mothers. = Two- ‘three-, and four-year |
olds interacted with their mothers in two types of situations:
(a) a task-oriented situation ih whlchfthe couple was asked to
draw a picture together and (b) a free play situation in which
' the mother was askeu to sit in a chair/while the child explored
the laboratory playroom.. LFach person)s utterances were analyzed
in terms of communicative 1ntentlons or speech acts and in terms
of wheiher the utterance was a topic initiatidn or a response to
the other speaker. From this information two ratios were calcu-
lated. The first of these, dominance, looked at the proportion,
- the more that person dominated the flow of conversation. The
second ratio, conversational sensitivity, consisted of the sngﬁer s .
r ]

responsive utterances divided by the pa.tner's total utterance
This value was lﬁrger when a person responded to a*larger num
of the partner’s topic 1nlt1atlons and responses. The child's
conversational sen41t1v1ty increased from 2 to 4 years, wheréas
the mother's started at a high level and then decreased as the
. older child took phore responsibility for keeping the conversation »
going. This.was ‘true in both situations. The dominance ratio, ,#//
on the other hand, opérated very differently in the two situations:
in the drawing .task. the mother dominated with a far higher pro-"
portion of topiciinitidtions; in the free play situation the roles-
were reversed. In other words, the ensitivity measure taps age
differences in interaction that are gelat1Vely constant across
situations, while thevdominance measure reflects "division of labor"
"in dlfferent k]nd$ offcontnxts.l-

These flndlngs suggest a_similar. line of ;nqu1ryiin earlier
stages of turn-tdking. What are the developments that hold coh-
stant across ritualized mother-infant cames "and 1ooser dyadic

\ scripts? wWhich benaVlOrs vary, and how do they vary 4s a function
| of the kind of 1nteraction taking place? ‘
\ The £final, questlon we must ‘ask 1s whether rltuéll;&d, playful
.interaction (asiopposed to more informal interactien)) is in fadt a
necessary;uerequ1b:teto dialogue. In. our research ﬁn Italy and
in the (nited States (Bates, Benigni. Bretherton,' Cqm.ionl,a&‘ v
Volterra, 1979), we noted that\Fhe Italian babies whe play far
more . ritual games than American“babies were also more advanced in
'speech. Bates (1976) reports gome evidence that thils. ralative
precocity (in comparison with Américan children) con%1nues into .’
‘the development-of grammar. Still, this evidence only, suggests
- Jfacilitation, not necessity. On the other hand, B:agelton (1977)
reports that a-group of Zinacanteco Indians -whdm he studied in
MGXLCO minimize playful social interaction. durlng the first year’
of life. During'the first 3 months, the infant's face is often
govnred to protect it from the evil eye: even In the context of
feeding 'interactions the mother does not speak or ‘smile to the
infant. Thege infants do leatn to converse, however. Thig one . ,
example (and there are others; see Levine; 1977) is sufficien’ to
denonftrate that ritual play interaction is not a prerequigsite to,
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\ dlscourse. To what extent, then, is verbal dialogic skill enhanced
' or facilitated by ritual game interactions? How important is the
. quality of joint actions in general? We have recently (Bretherton,
Bates, Benigni, Camaioni, & Volterra, in press) presehted avi-
dence’ shOW1ng that the quallty of\mother ~infant attachment during .
the lirst year of life. {(as measured by Ainsworth’s Strange Situa- - -
tion) ,is not related to the spead of language acguisition. However,,
our study «nd other similar studies which we reviewed have related
vocabulary size and other strictly linguistic measures to mother=- -
» child interaction, but not to discourse skill in the broad sense.
We Simplv do not yet know if esrly harmonicus quality of intér-
action in play as well as other copperative sequences i8S related
{(or not related) to later dlscourse skill.® -

/}/ .Cmneclusion T
: :

L [

o

We cannct claim to have proven.the case for continuity. But
" where we, ourselves and others have logked carefully, we Jhave
., found good evidence for continuity in "local”, ,stage-tio-stage
- - transitions. By moving one step at a time, from A to B to C, to
D, we can make a much more convin€ing casé thaw in- gross analoglee
Jfrom A to D. This'in no way detracws from the fact:-that enormous
'qualitative changes take place during those trznsitions. The \\&-
issue of cohtinuity vs, discontinuity is independent of the ques-
tion of how much has besn changed, !added, substFtuted or rear-
ranged ~-.a point which is aometlmes overlooked.

v
T

. The major tran51t10ns that we have ‘exanined here are the
fdllow1ng. w o : oot
»(I) Awareress that one can dffECt someone's behavior
' . daring an already ongo.ing interaction; to
(2) awareness that one can intentionally "activate"
. .the partner to make him/her "go.off"g to
(3) making the partner carry out one's owh 1ntentlpns
- (i.é., intentional signals); to . - .
(4) ‘elaboration and differentiation of a set of specific ;
communicative signals, in increasingly "conv.ntion-
. alized™ or muvually agreed upon and, in some gases,
AN arbitrary form, which coincides with th& development
of a "theory of interfacing minds™; to . \
) (5) the ability to génerate plans about how  to select
signals for particular. communicative effects, hoW
to ‘rearrange’ the 51gnals omn the basis.of feedback
from the. partnrr and in some cases the ability )
to plan commur:ications gseveral "moves" ahead in an ‘
interactive seguence. This occurs jn step with the
. constructiop of an internal model of the percep-
" S—" «tjons, intentions, a3d. feelings of other human beings,
'and a symbolic *heo@?ﬂof interfa01ng minds. :
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) Our own studies have concentrated on the transitions from
point 3 to 4, and point 4 to 5. At the earliest end of the scala,
these transitional moments connect back into the work by Schaffer,

' Collis, & Parsons (1977), Sander (1977), Kaye (1977), and others

concerning the nature of very early mother-infant interaction.

At the lote end of the scale, we can foresee connections with an
extensive existing literature on "role taking" or "perspective
"taking" in early childhood =~- 'starting with recent work on per-
ceptual role taking in infants (e.g., Llenpers, Flavell & Flavell,
1977) through to studies of older children on "people thinking
about people thinking about people" (Miller, Kessel & Flavel,
1970). The c¢hild begins in the first few days with built in
propensities to endage in interaction with conspecifics. These
primitive tendencies insure that he/she will find himself/herself
firmly based within regular and predictable interactive sequences
where he/she becomes aware of his/her own ability to influence the
behavior and the internal scates of others. These developments
"Five implications far beyond/the acquisition of language, per se,
to all the various uses that we can make of language in our ex-
change with fellow human beings.
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- Figure 1. The Structure of 2 Disappearance Garne (From Rawner and Bruner, 1978}
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EARLY CHILD LANGUAuE AND ITS SOCIAL SUBSTRATE

Louise R. Kent- Udolf

Introduction

In normally developing children, the rapidity with which
language is learned all but cobscures the process; he result,
-nonetheless, is amazingly uniform. In view of the essentially
uniform result, it can be theotrized that parents set the stage
for language to be learned’ and that they adequately reinforce
its progressive acquisition and the growth of linguistic com~ <
plexity. . At the same timn, it can be thecrized that children
reinforce their parents for these behaviors. Nelither parent
nor child is presumed to be expert.in training the other. Yet;
the nermal child learns quickly enough so that the parecnt is
rarely troubled by the child's rate of language learning; and
the child . rarely handicapped by the parent's inexpert instruc-
tion. No s.ngle principle or strategy can account for language
learning, in the normal child. In the most general sense, there
appears to pe r. strong mutual orientation on the parts of both
child and parent toward adult-adult linguistic interaction. On
a sort of minimal response-cost basis, the parent provide# the
necessary and sufficient conditions for language learning-: and
the child provides reinforcers to the parent sufficient i¢ main-
tain the tutorial set and positive affect. The normal process,
then, is the mutual meeting of minimal needs over an exterded
perlod of time. 1In the process, parent and child are generally

sat1sf1Ld' with the frequency with which they are understoocd
by the. other and with the progress that is being made tcward
adult-adult iinguistic interaction.

. The history of tuae handicapped or developmentally delayed
chiid may be theorized toc be quite different from that of the
normally equirped anu tarmaily developing child. The special
child may fail to coccasion sufficient stage-~setting ‘behaviors
for language on the part of the parent and may tail to reinforce
the parent adequately for the tutorial aud stage-setting behaviors
that are occasioned. There may be a mutual failure on the parts
of both parent and child to meet each othler’'s minimal requiremants;
"boch may need mere than “hey receive. The normal system flound-ars.
The result is unpredictable; there is no uniform result for parent
or for chiid.

In our search to £ind ways to help handlcappud and develop-
menta‘ly delayed children and :heir parents, we scrutinlze- more
and more carefully parent-chiid interactions of normally <.wveloping
“adyads. Clinically, » seem to be asking that time move in re-
verse aid then to meve forward, allowing us t: orchestrate a
proper fresh stpvt for our specizl children and their parents.
Surely we know that in reslity there it no such thing as a fresh

~
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start. Each new start must dighify what has occurred before.
This is one reason why the application of the 'developmental
model' to handicapped or developmentally delayed children and
their parents may not be entirely valid. The developmental’
model has already failed them! The developmental model may
only be appropriate for the normally developing child from whom
it is derived. To apply it to the handlcapped or delayed child
denies the unigue histories of both parent'and child. The
question is whether the most efficient way to teach language is
the way that normally developing chlldren happen to learn it.
The professional interventionist i: exwvected to cffer something
more potent than a recapitulation of what appears to suffice
_for the normally equipped and normally developing child. -’

" By drawing on the literature an attachment, adult-child
interacvion, child development, behavior analysis. developmental
psycholinguistics, cognition, and discrimination learning, it
should be possible to develcp language programs that would maxi-
mize the chances of success for language learning. 2+ 2 minimum,
a language program should. consist 0f a defensible sequence of
. behaviors to be learned, accompa ied by instructions on how to
teach them such that the child's ‘performance will be as near
errorless as. possible in szte of 'inevitable flaws in the program
"itself. ' .

The Major Assumptions

For the saké cof clarity, the assumptions on Wth; thls nono- .
graph is L1s re presented beloW‘

1. A non-verbal a&fectlve—lnterpersonéi communlcatlon system is
achieved between normally developing infants and their care-
givers prior to the infants' ~omprehension of -the formal =
1anguage of their family, .¢ulture, or society. The bas‘c
semantic relations of early child language and their cugni-
tive correlatés are 1nherent in. this early affective commun i~
cation system.

Early ‘child language is an extension of the prev1ously astab—
1lshed zffective communication system.

3. Cognitive .nd 11ngulstlc growth are ‘interdependent; and the
achievenent of milestones withir wach are interlaced through-
out ctild and adul’. ‘ife. Certain sets of cognitive dgkills
may he prerequisite for the attainmwment of certain sets of

- linguistic skills and vice versa. ' _ _ .

{. Abnormal language develeopment anc Jelay may be - to-multip;e

an. interacting affective/interpersonal, seasory, chovitive,
e instructional failures of »otli infaut and caregiver.

Har




‘4a. Abnormal language and. deiay may be significantly related to
mutual failures of infant and caregiver (a) to a..icve between
them a non-verbal affective/interpersonal ‘communicati.r system,
{bi to f£ind a shared sensory mode(s) for language and dis-
course, and/or (c) to learn and to teach selective attending
and discrimination skills within shared sensory modes.

4b. Abnormal language and delay may be significantly related to
mutual failures of infants and caregivers to maintain instruc-
ticonal interactions with each other. That is, the child may
fail to provide to the caregiver sufficient reinforcement
which, if provided, might maintain the caregiver's instruc-
tional interaction; and the caregiver may fail to provide the
child with sufficiently salient or reinforcing stimuli which,
if prOV1ded, might maintain the child's attendlng to the care-
giver's instructional efforts. :

5. Abnormal language development and delay can be significantly
affected through programming that {a) recogrizes the affective
bases of language and the interdependence of c¢ognitive and
linguistic growth, and (k) is guided by the construct of
errorless learning.

The Major Programming Components

Agsuming that alinormal language developrient and delay can be
significantly affected through programming that recognizes the
. affective bases of language and the interdependence of cognitive
and linguistic growth, these three components deserve careful
congideration in planning our approcaches to intervention for
the children and parents that we serve. 1In the sections that
follow, these three components are considered separately; we
must remain aware, however, that these components are our own
verbal inventions and that thei- psycholcgical reality and inde=-
pendence are open tc question. - ‘he developing child remains al-
ways all of one piece. - '

~ Affective Interpersonai CdmmunicaaiOn

In the story of motter- infant attachment, the mother is pOSl“
tlvely disposed to her ..oy from birth. She occasions the in- . '
fant's first affective Lpronses through th® gazing, touching,
stroking, cuédling, cooing, murmuzring, whlaperlng. 'nd talking
that aré innerent in her close thQ1caT ~cntact w.  “he child. ,
‘'The mother interprets the child's affectivé respon.. as indicants
that all is well with her baby; and she enjoys a sen.2 of sureness.

These affective respunses qungl come under the stimulus control
of her touch, . her vcice, and her odor, as.w@ll as the visual
featurez of her prasence. The mother interprets these differen-
tiated positive regponses Lo hsr as signs of love; and.she is
'+hereb' reinforced fo.r a wide range of nurturing behaviors toward.
the child. The mothers gaze at their children who gaze stead- :
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fastedly back. Beautiful. Ali is well. Mothers touch the bahies
and they root toward her. Mothers talk 0 the babieg softly. They
alert. They are comforted by the warwth of her physical presence
and by the sound of her voice. All of this ig the foundation of a
commuiiicarion System between these two- these babies orient pos.i-
tively to the mothers. The babies signal the mot' er to remove
aversive stimuli--hunger, cold, pain, isolation, haradom, restraint,
The babies let hes know when she has succeeded in rémoving tho
source of their trouble. The babies request attention to thumselves.
They comment on their happy state by engaging in patte ned owchanges
of eye contact and rhythmic motor ncvement with their mothe: . The
babies tell the mothers "No". "I dun't '“.ke that.” "Stop it.”

by objecti..g to and resisting actions or states imposed on them.

Thé babies laugh appreciatively te their mothers’ clowning and to
‘games of hide and seek, of peek-a-boc. They vocalize in unison

and reciprocally with their mothers. They change their facial ex-
pressions as mother changes hers. They are able to break and regain
synchrony with mother. This is a kind of conversation between
lovers that requires no words. ' Lt \

Y

But the mother does Lalk; and the baby's behavior ccmes under
the stimulus control of her speech, of its temporal patterns, spenial
intonations, phrase’ contours and special wcrrds, too. "ndthe mothai's
behavior: comes under the stimulus control of her baby's differentiated
cries, gestures, facial expressions, Postures, vocalizaticns, in-
tonations. I+ is from this early interpersonal communication system
that lang.age aad discourse arise. It is hard to notice when the
child actually bogins to talk because the process has been So© gradual
and is such a part of a system that has been 80O long established.
The child and mother retain their affective communication system;
but the child comes to gloss more-and more of the communicative
exchanges with.words or signs.. The child becomes more specific,

acquiring mdre and more of the conventional features of the lang?age

of the culture. 1In essence, a second language is lerrvned.

I11 .r handicapped newborn babies and their mothers too often .
‘do not readily achieve attachment and a mutually reinforcing system
of communication. -The continuity of the mother's ,oOntact witt the
i1l or handicapped new born baby is dirrupted; and the mother is
dependent upon 'experts' to care for her ~hild. The mother is
anxious that a.l is not well with her baby. She has limited oppor-
tunity to establish & dialogue or synchrony with him or her,®no ’
opportunity to become confident of herself as x mother, no Cppor-
tunity to feel exclusive love.' The child, instead of being & dis- .
cririnative stim:lis fer all kinds cf good, warm feelings, becomes
a conditioned stimulus for. anxiety. ine mother's unsettling
feelings may be interp:eted variously Y her as incompetency, rejec-
tion, failure--feelings that brced dep.eszion. By the time the
child.is stable and capable of responding to the pleasure evoking
stimuli which typizally cheracterize maternal behavior, this mother
may not be able to approach hexr child with sureness and delight. Her
tentative efforts Lo nurture may not be synchronized with the child's
weak tendancies to isespond reinforcingly; and their mutual failure
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to bond securely may heijhten her anxiety and seuse of desperate'
failure. she may tend mcre and more to approach the child only
when he or she is crying or.otherwise engaging in behaviors 1n—
compatible with the display.of positive affect in response to
her. There may be less and less opportunity for the child's
positive affect to become discriminated to the mother, nc more

"the case for hers to the child.

All of this can be ﬁhought of as .an elaborate, mutual failure
hetween mother and infant. The child’'s basic needs of food and
hygiene are met but not the need to éstablish human attachment
and synchrony--the,bases for human communicatior and discourse.
The mother has her baby but she has not found him or her; she
feels alone, disappointed, rejected, anxious, and depressed. She
may feel shame for herself and her baby. She may feel that thev.
#re both painful disappointments to her husband and to other rela-
tives. The child has a mother but is not enthralied by her; the
chilad can't find her without help, ncr she the child.

what are we tc Jo when thes@ .children are brought to uds for
heln, communicating no messages to us othertthan sadness and dis-
tress ur rage at our intrusion?.  How can we& occasion their posl—
tive affect toward us? How can we occasiop achievement of an .
affective interpersonal commpunication system with .s? The attain- -
ment Of these goals can be facilitated through. prqglammatlcflnter—
vention. And their attainment dig critical to the children's -
subsaguent ¢ ~quisition of language and discourse.

A Programmatic Responsc

As an exemplar, I.refer you to Bradtke, Klrkpatrlck and
Rosenblatt (1972) who have attempted to.objectify the attaifiment
of affective behaviors in profoundly mentally retarded ﬁnﬁ;letlpr
haudlcagped children. . These workers call their approach "1nten~
sive play” It is a one-on-one approach. It requires an averade
size‘room; a large mat or carpeted.area; a large wall mirror
adjacent to the mati a large rocking chair; comfortable clothing;

“background music that' variés in tempo, mood, and 1nten51ty dependlng

upon the pace of aCu1v1t1es ranglng from gentle rocking to vigorous
play, and no shoes.

In the beginning, teachers impose on' the children close phy- uﬂ
sical contact that may be resisted or only aDahhntlcally accepted.’
They impose affection that may not be reciprocated. They perSLst
in adhering, to the programmed routine in spite of the children's

ﬁcontlnu1ng resistance or -apathy. They believe that ultimately

thé children will find them irresistable: and they continue to
woo- them. They do ndt expect, and rarely receive, social rein-
forcers from the children. They are-reinforced by miniscule
changes in the children’s behavior and by their colleagues. .

Each child receives a minimum of 30 minutes per day of inten~
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. play. Although the eobjectives viry from child to child, the
..t 10 minutes is spent in relatively gentle play: the next 10

minutes, in vigorous physical contact play! and the last 10 minutes,
in rest and reiaxation, maintaining clese rhysical .contact between
chld and teacher. Obijectives ond plans for intensive pPlay are
written for children depanding upon their size, their physical
strength, their combativeness, their level of cognitive development,
their motor capabilities, the available senscry modes shared be-
tween teacher and child, and the current status of affective cni-
munication betwsen them. S

- with;theuunderstandinq that there can be no standard set of
progressive objectives suitable for all children, the follewing.

examples of objectives for intensive play are offered to demonstrate
. how affectiyve ‘achievements can be operatiovnalized: , .

.Child will give spontaneous notice to teacher when approached.
.Child will 'readily give eye wontact to teacher when approached.
.Child will give greeting to teacher in response to teacher
greeting him or her.. :
.Child will initiate greeting to teacher.
.Child will smile on eye contact with teachoar.
.Child will smile when brushed gently on cheek by teacher.
.Child will engage in vocal exchange Iinitiated by teacher
.,Child will initiate vocal exchange with teacher.
.Child will: spontaneously imitate vocalizations and noises.,
.Chilé will initiate physical contact with teach-r. -
.Child will initiate familiar Play routines wit. teacher. .
.Child will spontaneously imitate facial expressions of teacher.
.Child will give notice of cessation of activity with teacher.
.Child will %urn towaxd or approach teacner whenldistressed or
frightened. ! '
.Child will ﬁold to teacher when held and rocked by him or her.
.Child will request shared attention from teazher to other
stimuli.. . : '
.Child will give notice of absence of specific features of play
routine (such as the rocking chair or'the music). -
- - D s

In general, we might expect children to progress through
several stages §n their way to achieving a 'set of Prograssive ~b-

jectives tailordd to their special needs., &t first we might ex-
pect strong physical resistance and avoidance. Later we might
éxpect passive deceptance. Later, atceptance withfa faint sign
of comfort or pleasure. Then/ Perhaps, acceptance with some ,
visual regard and positive anticipation. Later yet, 8wiling. and
still later, thd children might initiate gentlé. touching of the

 tpacher's face, {looking bravely into the teachexr’s eyas. By nfw,
we might beyin fo see pleasure at bsing touched by the teacheZ%
The children may engage in exchanges of vocalisation, facial éx-
‘pressions, and movements., The children are enjoying play ooy,

. We expect td'sed them alert to changés in the'Llay routine. / We
expect to sae them iritiate familiar routines. We expect tg see
them approach t?e teacher and to tomch him.or hexr and to pyll“him
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or he_ tcward the mat nvr the chelir. We are hoping to see some '
impishness! And we arc hoping =2ventually to become the chiidren's
sought-after comrade in vigorous exhilarating physic.l play,
human objects to be explored with wonder and curiosity, good
roroany for cuddling; a safe harbor. and wikh this base, it is
dussible that these childr-» may have things to say to us, and
that what we say may mattei vo them. Intensive play, or some
adaptation of it, offers = bridge to positive affective intey -’
pers...al communication. Wihout this level of human communication,

- language’ intervention strategies cannot he expected to be Optimally
effectiva; and w1th~thlsjievel of human conmunication, lﬂstructlonal
attending behaviors can be expected to bs readily ohtaingd and
easily maintained. f . ‘o

Intensive play can easily be adapted to the =p0c1al needs of
. particfilar children. For blind or visually impaired children, it
is. oxtkemely important that intensive play occasion and strengthen

" the us of hands for explorlng persons and ohjects tactilely, for
searchlng for objects, and for proiucing stimulvs change by acting

' on th% environment bare-handéd or with tools. Fraiberg (1977,
1371) considers the training of hands to senrch for positive reip-
forcers to be of crucial signifizance.with respect Lc children's
learni»g to crawl. She believes that children who search with .
their 'hands will: crawl and that children who grawj frev.v will .
learn toO walk ahd to run with gusto! 8She also believes that
chlldren who learn to crawl will not becmme ﬁﬂ:ldren who sit and
rock "Further, Fraiberg sonsiders the 'training of the'hands to

. prodace stimulus change by acting on the envifronment to be of.
trucial significance with reapect to the child's ndt learning to
self stimulate or to seilf-abuse. The implication is that learning

. to manlpulate th= envxronment in play will facilitate the acgui~
sition of other forms o adaptive hand usage such as eating and
dre551ng._ )

Bllnd ar Vlsually impaired children often reed to be taught
to smile and to communicate affect through their facial expreBSLOns._
and- they 'car be. faught to do this through.tactilé stimulaticn -
within the context of intensive play. Congruence between facial
expre591ons ‘and situational contexts makes the children more ap-
‘pealing to others, more likely to be socially reinforced. These
1ns;ghté from the blind have significarfee for sighted children ag
well aJ fqr"bllnd -and .their impl;catlons deserve careful ﬁ)nsld-
eratiog i : . .

‘ , o . o oo

. 'Dependirﬁ on the partiquar chilq, thexe are other stratugies.

- that can and shou™’ ' > combined with" intenqlve play o facilitats
pos itive interpe: al dffect, autenwxng, and commurication.  ‘Total

-2 communlcathn, autism reverSaL procedurés {(Azrin, delﬂn and FOXN,
1373); and instructional procedurss which make the attention and
cooperxztion of the %eacher rexnxorclng te the child (Miller and

Milier, 1973) are all compatible with” intensive play’ -and’ may cdn~
tribute to the attalnment oE atfectiv; 1nterp€750nau objectives

. for a glver cnlld : o .




Samantic Relations of Affective Communication

Barly child language is an extension of affective interper-
sonal communication: and the basic semantic relations of early
child language are inherent in this early communication system.
If these assertions are accurate, how can we describe the content
of what might be communicated and how might we expect to recog-
nize it in the non-verbal behavior of the handicapped or develop-
mentally delayed child?

The controlling stimuli for affective communication may be
assumed to be the presence or absence of people, pets, objects,
movement, and actions imposeds the presence or absence of internal
and/or external states; and changes of state such as degrees of
- comfort, hunger, pain, wetness, warmth, darkness, deprivation from
novel sensory stimulation., etc. Given this range of private and
shared stimuli to communicate about, what might be communicated?
And how?

Communication is first of all bi-directional. Normally de-
veloping infants respond to the efforts of octhers to communicate
with them and they also initiate communication with others. For
purposes of simplification, only, infant communicative repertoire
can be categorized into Notice, Request, Acknowledgment, Rejection/
Objection, and Compliance/Refusal. These parameters and their
possible communicative modes are characterized below.

Notice The infant Qr young child shows Notice to at least
the following

.the presence or introduction of positive reinforcers (which
might be ex{. 'ted to include certain persons, pets, objects,
actions, and states of being)
.the absence or withdrawal or termination of positive rein-
forcers

- .stimulus change
.the presence or introduction of negative reinforcers
.the absence or withdrawal or termination of negative reinforcers

The infant or yound child may communicate Notice through the
following, sometilmes eoverlapping, modes:

.alerts, 'perks up', stills, fixates on controlling stimulus
.changes in facial espression, especially eyes, mouth, and brow
.cessation of on-going activity *
. sensory and/or postural orientation toward controlling stimulus
.changes in vocal behavior, for example, beyins to cry or stops,
begins to laugh or stops, begins to vocalize or stops

Requests The child Requests at least the following:

.notice to self or some aspect of self
.shared notlce between self and caregiver to other stimuli

-



.presentation or recurrence of positive reinforcers
.stimulus change

The child may communicate Requests through the following modes:

.any or all features of Notice, above, plus a demand feature
such as vocalization as to call, reaching, pulling, searching,
i.e., a more physical and active oricentation toward the
controlling stimuli than in Notice

.shifting of orientation between caregiver and object of
request :
.non-specific irritability

Acknowledgments fThe infant or,yound child Acknowledges at
least the following:

-fulfillment of Requests made to the caregiver
.non-fulfillment of Requests made to the caregiver

'The child may communicate Acknowledgment . .through the following
modes :

.smiles at person who has fulfilled request, appears placated,
consocled

.highly variable response when Request is unfulfilled, depending
upon disposition, deprivation state, and relnforcement history:
response may range from tantrum to whimpering to physical
attack to passive acceptance.

Rejection/Objection The infant or young child Rejects or
Objects to at least the following:

.presence or 'introduction of aversive stimuli {may also be
viewed as Request for removal, termination, or dimunition of
aversive stimuli or negative reinforgers)

.cessation or removal or dimunition of positive reinforcers

#The child may communicate’ Rejection/Objection through the following,
communicative modes:

.physically pushes away aversive stimuli

.averts gaze from aversive stimuli

.struggles to disengage self from aversive action imposed by
caregiverx

.displays patterns of distress including robust crying!-

Compliance/Refusal The child may Comply or Refuse to Comply
with the following requests or demands:

.request by caregiver for noticeg to caregiver

-request by caregiver for shared notice between child and care-
giver to object

.request for performance or recurrence of familiar routine
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.request for presentation or recurrence of stimulus ohject
.roequest for cessation or dimunition of action being perfeormed
by ch;ld . 2

The infant OrIYOUng child may demonstrate Compliance as follows:

.behaves as expected by person making request or demand: i.e.,
reinforces the Person making request or demand

The infant or young child may demonstrate Refusal to Comply
as follows: . -
.fails to -show Notice t¢ Request
.hides face or otherwise averts gaze from caregiver in respeonse
to caregiver's reqguest for notice to self and to request for
shared notice
«+  .physically resists prompts for recurrence or cessation of actions
.generally fails to behave as expected by careglver thereby
failing to reinforce the caregiver. ,

. Given this range of things that handicapped or developmentally
delayed children might be expected teo giveé notice to and to commu-
nicate with their teachers about, can communication between these
twe hbe facilitated through some programmatic adaptation of inten-
sive play? Probably s¢. Furthermore, given the eXperiential base
of intensive play, children and teachers can extend this affective
communication into other spheres of their shared eXperience such
as eating, tolleting, bathing, dressing, grooming, mobility
training; that is, everything that they do together.

In order to facilitate communication, it is important for
teachers to look for the communicative content in the behavier of
delaved or handicapped children, to acknowledge it, t¢ honor requests
whenever possible, and to verbally interpret it or reflect it back
toe the children as much as possible. This assures the children that
they have been understood and also models features of typical lin-
guistic glossings of their messages. If we misinterpret the message,
the children may correct us, giving us a new messade to reflect, If
we are unable to grant the request, we will let them know that we
understand them before we refuse them. And we will reflect the
feelings and content ¢f their response to our refusal of the request
is the prevailing noise level permits! Admist all of this reflecting;
interpreting, and modeling, we wlll be setting the stage for the
children to begin to imitate specific linguistic features, in sign
and/or in speech. This enti¥e process actively involves the children
in communication. Even thdugh they may not be expressing themselves
linguistically, they will be appropriately attentionally engaged, they
will be differentially -vesponding to a wide variety of stimuli, and
they will be experiencing a considerable range of social reinforcers.
It cannot be emphasized enough than until the teachers have become
generalized soclal reinforcers for the children they will not be
able to optimally facilitate affective communication between the
chi and thg.aselves,

: [
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In order to clarify the process of reflecting or interpreting
the feeling and content of non-verbal signs of c¢hildren, the following
examples of linguistic glossings of some high probability messages
are offered:

Glossings for various non-verbal signs of Notice.

Hey!

JHL + !

.Look at tha'' 2
You did‘it!

.Wow! New shoes!

.Whee! This is fun!

.You like that!

.Where's + ? It's gone!

. Mmmmmmmm good.

.Listen to that!

.0h,no. 1It's broken.

000000, it's dark in here.

.Yuck! Hands direy!

~oh., You got it on your dress.
. ‘U are wet,

Glossings for some non-verbal signs of Reguests

. You want more!

.You want to go outside, don't you?
. You want this?

.Again? You want more + __
. You want to help me.

.You are tired of this, Huh?
.You want a little “elp there.
.We want some light in here!
.You want to play!

.You want up!

.You want to see?

.You want out of there!

.You want down, don't you!

e}

Glossings for some non-verbal signs of Rejection/Objection

.You don't like this. Sorry.

.You are cross with me!

. You don't want me to. leave.

Enough is enouygh, huh?

.You don't want any part of this, do you?
.You aren't ready to come in, are you?
.This is too tight, isn't it?

Early Child Language

The basic semantic relations of early child language are inherent
irn tho affe ‘e communication symtom astablished between infants and
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the nurturing members of their households. Children's first lin-
guistic expressions of these relations, spoken or signed. are ex-
tensiongs of earlier achievements. Children are usually understocod
in their own home in spite of the fact that they talk as-:though all
major sentence constituents are optional. As Brown (1972) has
stated, children's early language is well, but narrowly, adapted

to their world.

Brown {(1973), Bloom {1970}, and Lecnard (1976) have elegantly
detailed the normal child’'s early linguistic accomplishments. This
presentation will not attempt to Propose a.seduence among the se-
mantic relations expressed, other than to say that those which are
most clearly present in children's affective communication system
{as described above) are likely to be linguistically represented
before those that are less clearly present. Efforts to date to
derive a reliable, more refined, sequence of emergence among the
early semantic relations expressed have met with considerable
frustration and may possibly only reflect the variance of normal
development. We may assume, however, that children understand much
more than thev say and that they understand everything that they
themselves express. There arae probably many exceptions to this
generalization for individual children; but they need not concern
us here in this general consideration of early child language.

The semantic relations most clearly reflected in affective
communication are Notice, Recurrence, Non-existence, and Rejection.
Children are able to give notice, to request notice, to request the
presentatiOn or recurrence of reinforcers, to acknowledge the re-
sponses of others to their requests, to reject, to ocbject, and to
comply or to refuse to comply with requests made by others; they do
50 with a variety of intonational pPatterns suggesting exclamatory,
" declarative, imperative, interrogative, negative and affirmative
sentence types. In early speech, children commonly gloss their
affective indications of notice with words such as 'there' 'here'
‘uh=oh' 'no' 'hi' 'bye-bye' 'allgone' 'more' and ' (a)gain' and
' {a)hother'. Similarly, they specifically mark non-existence with
'allgone' 'all done' 'no + ' and 'momore + _  '. And the
utterances specific to rejection and objecticn are 'no' and 'no
‘more'. All of these types of relations are present in the early
non=~verbal communication of children; and these verbal glosses are
very likely to he ‘present among children's first utterances.

What is absent in the early non-verbal expressive communication
system of children, are efficient means with which to indicate speci-
ficity. Children are unable to specify exactly what they want unless
they are able to point to it, literally and figuratively. Hence, the
most remarkable change that occurs when children begin to express
themselves linguistically is that they begin to label or to specify
"the names of persons, objects, actions, places, attributes and states.
Children typically name themselves and members of their household,
including pets; making requests and giving notice with these proper
names. The specification of object names greatly expends children's

\ability to communicate, enabling them to give specific notice of
\ - - '
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cxwistence "Hi ccokie', and non-existonce 'cookie all gone', to make
ruquests for the recurrence of specific objects 'more cooke'rs and

to make specific rejections 'no cracker'. Children learn to label
a cluster of common objects seemingly all at once. These might be
expected to .include words like 'caxr' 'key' 'shoe' 'cookie' aleong @ =

with an assortment of other objects of special salience to them.

Children say a relatively small number of action and state names
such as 'come' 'eat' 'go' 'see' 'make' 'want'; and they often use
locative words such as 'cutside' 'up' and 'down' to request specific
actinns. Their first two-word combinations with action © tate
names arée apt to take the form of person names (including cnemselves)
+ action or state such as 'Joey make' 'Mama come' "Joey want' and
state or action + object such as 'want cookie' 'open door'.

In addition to these new accomplishments, children begin to
linguistically specify locations, possessors and especially salient
attributes of objects and people. Althcough early on 'here' and
'there' might be used to mark only Notice, they soon come to be
used to specify relative locations, Other words commonly used to
specify location are 'home' 'outside' 'car' 'bye-bye' and 'bed', all
often combined with 'go'. Children do not typically use preposi-
tions when first specifying locative relations between objects or
between persons and chjects such as 'Key in box' or 'Mommie in bed'.
Rather, they might be expected to say 'Key box' and 'Mommie bed'.
They are not too Particular about word ©rder; but a devoted mother
can usually divine the child's 'meaning' from the contaxt.

Possessive relations are usually marked with proper names +
object, for example 'Daddy car'. Again, word order is not well re-
stricted to possessor + pussessed, and 'méaning' sometimes is in doubt.
Note that children do not use the possessive morpheme 's to mark
possession at this time., They may understand this but they don't
say it. Often children will use the pronoun 'mine' or 'my' gquite
early relative to other pronouns which are typically not present in
early child language. This probably speaks to the special .salience
of possession, more than to that of pronominal usage.

The specification of attributes is usually quite limited in
"number at first, including only a few such as 'this' 'that!

'het' 'hig' and, again, some gsmall cluster ©f special sali-

the child. These attribute words may be used alone or in ;
with person and object names, in any order, such as 'big ccokie' or
'cookie hot'.

il

-Another remarkable change that occurs when children begin to
exXpress themselves linguistically is that they begin to make requests
for information and for confirmation of their own utterances. At
first they do.this be means 0f the questioning intonaticon attached

te words that they already have in their reportoire oowample

"rar?t Thyéd-tyve?' 'outside?’. Only later do i S mulate
Jque.. ond; hut when 'Wha's 'is?' becomes oL gve, L ldren

achicove affaective control over rheir own . . (i ng anguage la..
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At about the same time, they learn to request nomination and loca-
tion 'Wwho's 'is?' 'Where's + __ ?'. Thesc early gquestion forms
greatly expand children's opportunity to learn the lexicon of the
language. In addition, children are row able to comply with re-
quests Ffor information. That is, instead of just being able to
comply with raquests for information or to refuse by following or
not following motoric commands, they are now able to respond to
requests for information such as 'What's your name?' ‘Where is )
"your hat?' 'Who is this?'. They are able to interact intraverbally .
and to engage in linguistic discourse. They are able to specify

" their own information deficits; and they respond differentially to
the verbal responses of others to their question forms. They are
able to raspond verbally to a verbal discriminative stimulus; they

. are able to acknowledge the verbal responses of others to their
responses and to respond verbally and differentially t6 them. ™ "7
They are conversational! : '

In addition to children’s ability to say and combine all of
the above relations rather gquickly into two word utterances, they
concimirantly learn some Social refinements, if encouraged, such
as 'ploase’ and 'thank you'. 'Please'’ combines especially well
with 'more’', a potent combination in most households.

Having briefly catalogued the things that young children are
apt to say, a brief description of some of the features of our
language that are not typically present in early child language
may be helpful. AS indicated above, children do not early on ‘
include prepcsitions in their speech. They sinply omit the preposi-
tion as though it were understood. When they do begin to include
them, the first ones are usually 'in' and ‘on'. The oider of
acquisition of Prepositions after this is highly variable. We have
also already mentioned the absence of the pt 'sessive inflection

such as in. 'Mommy purse'. Similarly, the young children do not use
the plural inflection on nouns; they are apt to say 'two doggie'
before"they say 'doggies'. Indeed, before children consistently

use the plural inflection, they are apt to have a variety of attri-
bute words denoting numerocity such as 'one' 'two' 'many' 'no'

'all' 'scme'. Children typically do not inflect verbs in any way,’
either to mark tenses or to mark agreement with subject; although
thev may 1r-rn the past tense form of certain common ircegul verbs
suc: .8 'alw' as separate lexical units. The first 'real’ verh in-
flections, when they do occur,-are likely to be present progressive
forms such as "Joey going'. WNote, that at first they do not include
*is', 'Verbing' comes before 'is verbing'. And, finally, in early’
child language there are essentially no articles or pronouns other
than the very salient 'my' and 'mine' duo. ‘

Brown (1973} and Leonard (1976) have both di=rnssed nd described
{ .e acquisition of the morpholodqical features described abovel as
well as others not characteristic of early child language. Their
ncgquisition is facinating and of programmatic importance once child--
ren begin to talk in sentences of three or more words. Programma-
tically, however;, they do not belong in 'Early Child Language'.
Should you be interested in their order of mastery, Brown (1973)
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reports an order that seems to have general predictive validity;
however, individual variations are to be expected. Be aware that
the order of mastery of morphemes reported in the literature will
vary depending upon the criteria used for mastery. Brown's cri-
erion is three ¢iccessive samples in which the morpheme appears

90 percent of the time or more in obligatory contexts (p. 271).

This criterion tends to extend morpheme 'mastery' well into middle
childhood for normally developing children. However, for what it

is worth, if you listen to late night talk shows on the radio,

you will discover that many adults who are at least capable of using
telephones and radios have never mastered the morphology of the
English language! - :

In early child language there is a dearth of time-related
lexical units; and, indeed, this is correlated with the relati'rely
late acguisition of the comprehension of temporal constructs. One
of the first temporally-related lexical units that is used and
seemingly understood by the children is 'later' or 'after awhile'.
These expressions should be used when working with young children
as appropriate in the context. Otherwise, it seems best to refer
to sequencing activities in terms of 'first we do this and then
we do that' or 'when we finish this, we will do that'.

Another thing that very young'children do not do is 'deny'.

In the literature on child language, denial is often lumped together
with two other forms of negation: rejection and non-existence.
There exists considerable literature: however, which attests to the -
possibility that denial is much more difficult than rejection and
non-existance; both of which are present in the early affective
interpersonal communication between infant and caregiver. The con-
trolling stimuli of early rejection and non-existence responses are
typically quite concrete; the controll.ng stimulus of a denial
response is by definition, at least in part a verbal one.. A he-
havioral analysis of denial versus rejection/non cxi !. Jges

- that the cognitive demands of denial are.h- svier than those of .
rejection ~nd non-existence. This simply says that although rejec-..
“ion and non-existence clearly belong programmatically in ecarly -
child language, denial does not.

In programming early child languagc, chen, we wouid f..st be
concerned with children's compir.ension and expression of the basic
semantic relations that are typical of early child language. "Al-
though anyone who will take the time tce do it can program early
child anguage for a particular child, it might be worthwhile to

first look at some of the currently available attempts to do this v
such as Kent (1974). This program encouragms the use of the pro-
gram as a guide for the teacher to develop a more individualized
program.

In conclusion, remember that early child language is an exten-
sion of affective communication and that communication is bi-
directional. It is not encugh to teach children to nam: objects; °
they must be able to tell you their secrets. It is nnt enough that

s
L,
i 3




they be able to follow commands; they must be able to refuse! It
is not enough that they be able to answer questions: they must be
able to ask them.

The Cognitive Connectionr

. For the normally developing child, cognitive and linguistic
growth are interdependent. At the present time, it is not p0551b19
{0 state with any degree of certainty that specific cognitive attain-
ments are prerequisite to the attainment of specific linguistic
skills or vice versa. 1In &s much as verbal behavior is under
multiple stimulus control, however, it seems safe tO assume that
those cognitive skills which ‘seem tO“be essential to the ability to
learn simple and complex discriminations must be of importance to
the learning of a first language {see Estes, 1970). Directed by
this assumption, one can abstract from the literature on cognitive
developmant those features which seem most clearly relevant to
early child language; these features are listed below:

1. An outer-directed vigilence for sensory input; a state of sen-
sory alert to the environment: the ability to scan in all
available sensory modes.

2. Selective attending via all available sensory modes, to. the
lim:* of sensitivity, to highlighted stimulis focusing on

highlighted stimwli; the ability to fixate.

3. Shift of sel'sctive attending from one critical stimulus dimen-
sion to another within an available sensory mede.

4. 8Shift of selective attend. .Lom one critical stimulus dimen-
Sion to another across all . ailable sensSory modes. N

L
'

5, Memory .in all available- sensory modes; visual,auditqry,pactile,
olfactory, gustatory. ' - .

To the extent that teachers are able to operationalize these
features to instructional tasks, they may expect to find this sum-,
mary of early cognitive achiévements useful. One must be cautlous,
however,. to carefully monitor the error rates on individual stu~
dents, for any training tasks which have been derived from the .

above cbgnitive features.

Sensory alert in.any available sensory mode would seem most

' readily attained through play and the, contrived introductioh of unex-
"pected stimuli; the response to which could initially be modeled.

The other features of attending.can for the most part be ¢gpération-
alized to task via simple and complex matching and so¥ting tasks.
Form, cclor, size, texture, sound, odor, taste, mass, length, and
numerocity suggest a plefhera of dimensions that might be used.
Memory training tasks would basically take the form of delayed
match-to- sample tasks for stimulus dimensions and patterns of stim-



uli. Another memory task might involve matching to 'what's gone'
within sensory modes.’ .

The literature on cognitive development contains references to
a variety of memory strategies. Training in these strategies can
be operatiomalized across all sensory modalities. Two of these
strategies which-seem most ameniable to being taught to young
children are rehearsal and categorizing or clumpirig. When de-
veloping rehearsal training strategies for severely handicapped -
and delayed students, it is important to start with single items
and to consider the child's mémory for two unrelated stipuli as a.
major achievement. The tasks can be made more or less difficult
as children demonstrate their level of pexformance:; the level of
difficulty of the training task should always provide a high den-
sity of success. . )

" The development of cognitive objectives based on early cogni-
tive abilities and training tasks leading to their attainmc~t offers
a challendge to the teacher who wants to provide multi-modality -
training. Although detailed :information with-respect to the inter-
lacing of cognitive and linguistic skills is not presently avail-.
able, the cauticus intermingling of training on cognitive tasks,
of keeping a relatively low érror rate (no greater than 40 per cent)
could reasonably bé_zyﬁé&ted to facilitate linguistic grqwth to
the extent that language depends on discrimination and memory.

i : ' e

Strategies -

-

Or, hew to succeed without really having ap érrorless program

Ideally, language programs should consist of error. free se--
quences of social, cognitive and linguistic behaviors to be learned
which resulf ultlmately in normal adult language behavior, both re-
ceptive and expressive. We know that today we havé no ideal pru-
grams. To a large extent,; the success of programs that we dc have
depends heavily on the social skills of the teachers who use them
to counteract the potentially harmful consequences of the high
errQr rates occasioned by high error risk programmed sequences.
In"&his section, consideration is given to some strategies and
sources of strategies which may assist teachers in managing erroi
rates and in cushioning the students from the cummulative punishing
eﬁfects of errors occasioned by less than ideal programming.

The Drill Strategies ' .
1€ _

i

If students will accépt a structured approach to learning,
some of what we do to teach them can efficiently be put in the form
of drill. A potpourri of strategies that will enhance’ the success

- of this ‘traditional approach are presented below.
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Alteérnation Procedure: The alternation of high and low error
risk items. Traditimnal drill concentrates on the performance-of
skills yet to be learned, affording students little or no opportu-
nity to demonstrate sh¢lls already mastered or to be reinforced
for a hlgH‘propOrtLOn of correct responses. The density of posi-
tive reinforcement is simply -allowed to vary as a function of the
number of correct responses to training tasks; and this number may
be relatively low as compared to the number wrong. Differential
reinformcement for correct responses may not always be sufficient
to facilitate new learning. This is especially likely to be true
for handicapped and developmentally delayed students who may have
a very limited history of academic success and vgry weak resistance .
to extinction. In my experience 'with children from thesé popula- kf“
tipns, a dens;ty of positive reinforcement greater than 55 per cent.
across a series of trials is minimal for new learning to result
from @rill. _This density cédn be easily arranged independent of
the child's level of mastery by surrounding trials on new or high
error risk items with. trlals on previou§Q§ mastered or low error
risk items. :

The experlmental gvidénce that speaks to this issue is in the
area of discrimination learning, manipulating independent variables
of intertrial interval durations and/or-filled versus unfilled inter-
vals. A selected bibliography of readings in this area is pre-
sented at the end of this paper. \ .

On a subjective basis, the alternation procedure seems to help
maintain ¢hildren's fragile attending behaviors and to support
their.positive atfect throughout the training session. Something
like an academic Pfemgck principle ‘seems to be operating: the oppor-
tunity to engage in a low error risk academic task can be made
contingent upon performance of a high .error risk academic task. The
former seems to reinforce the.latter. ‘Furthermore, children seem
to enjoy the alternation procedure. There seems to be something
inherently reinfor01ng about having the opportunity %¢ demonstrate
_competency. ) .

’ Scme *eachers are reluctant to adopt the alternation strategy
because, on the face of it, it appears to be a waste of instructional
time., Actually, the facilitative effect on new learning, the .:
hancement of attendind, and the arousal of positive affect mote
than compensate for any instructional time spent on 'non-essential'
tasks. ' .

‘ The interpolated low error risk trials should ideally take as
long to perform as the high error risk trials with which they are
alternated. Ideally, the low error risk trials should consist of
invitations to engage in behaviors guite unlike those involved .in
the training ;task, and perfermance on the low error risk task
should always be. socially reinforced. FPor example, a.good inter-
polated task for receptive language drill would be to invite the

. child to copy a simpleé pattern such as X's, +'s, 0's with a colored
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felt-tipped pen in two inch squares on a piece of paper ruled off

in two inch squares. The child's response (possibly only -a mark

or scribble) would be ¢losely attended to by the teacher and sogially
reinforced upon completion,” regardless of its gorrespondence to

the model, _— :

_ The alternation procedure can be used effectively within a
series of trials on the same class of items or it can be used be-
tween classes of agtivitiss. For example, high error risk activi-
ties such as a series of trials on nOomination of objects can be
surrounded by training activities that involve previously mastarad
content or the opportunity to make or do something that will invari-
ably be evaluated as 'excellent'. . o] )

. The alternation of high and low error risk activities and tne
alternation of high and low error risk ditems within activities can -
make an enormous difference in childreh's attending behaviors, thdir
general affective state, their interest in or orientation toward'®
school, and theiyr learning achievements.  These. are simple procer
Aures involving no special equipment or cost; and their facilitating
effect on performance and learning has been well demonstrated with
retarded children on a variaety of training tasks (see Winter, 1973;
Neef and Kent, 1975; and b. f, Iwata and Page, 1977). ‘ A

[y

. The Encore Procedure: Practicing success. At thée time that
a child respands correctly to what has been for that child'a high
risk item, the child can usually be easily prompted to fellow this
correct performance with severzl successive repetitions. This is.
called the encore procedure. This procedure inflates the propertion
of correct to incorrect trials; it.affords the child special notice
or social reinforcement for the correct performance of a difficult
> OF new item; and it occasions practice on the difficult item within
a context of success. For example, let's say that in a set of
items the child has never yet spontaneously correctly named the
object 'book'. On this particular trial he or she names the item
correctly with no prompt. The trainer might say, 'That's right! .
It's a book! . Good talking! Let's hear it again, five times, Say
" "Xs the onild repeats 'bock', the teacher counts off the
productions on the fingers of one of his/her hands. At the’end,
the teacher might hug the child and Say, "I'm proud of you. You -
can say 'book'." The same strategy can be used to reinforce ,
correctly imitated responses. The opportunity to repeat Succes§s
is very reinforcing. Again, there seems to be something special
about heing invited to demonstrate one's own competency. The ehcore
-procedure is a simple way-to strengthen responses and it takes
very little time, barely more ‘than the time to occasion ©ne cor-
rect response since the child and the teacher are already primed
for the response. - . :

bl
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The Rehearsal Stréted?: How to remember. One of the earliest
memory strategies used by children is the rehearsal strategy; and -
this memory device centinues to be prepotent for short term memory

i

;

_f"

/o SO 1

L]

IS
/ - wo

Q / <




' £han without teacher rehearsal.’ :
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tasks throughout adult life. In addition to simply maintaining the
presence of information for immediate use, rehearsal can facilitate
the transfer of information from short to long term memory.

Most young normal children under .about seven years do not spon-
taneously begin to use rehearsal:unless specifically instructed; and
when instruction is withdrawn, rehearsal tends to ¢ease. Neverthe-
less, rehearsa) can be supervised in the school setting; and since
it facilitates.memory when it is used, the teacher may want to use
it to teach the performance of specific tasks.
- The facilitating effects of the rehearsal strategy were firsF
observed in a ttaining situation in which the teacher was attemptlng
£o teach nonsverbal children to retrieve two objects named from a
group' of four unrelated objects. The teacher sat facding the children
saying and signing the two objects to be retrieved repeatedly until
the' children made their choice among the itemg available, The
children are permitted to benefit from the rehggrsal behaviors of
the teacher; and. they do benefit, making more COrrect pair responses
.“ Y K
! Extending this original rehﬁ%;sal strategy to the children has
heen successful in some instances. At first, the teachers, provide

* rehearsal as above. Next they begin to require the children to

join in/the rehearsal activity before they are allowed to Physically
c0nta22/;he objects., The teachers say, 'Do .it with me' and mold ‘
the children through the signs if necessary. The teachers continue
to accompany ‘the children in rehearsal, occasionally checking to

see if the children employ rehearsal without accompanyment. When
the children begin to display occasional rehearsal initiative, the

_teachers begin to provide rehearsal on only every other trial. Only
when the behavior .is essentially automatic on the pPart of the child-
ren do the teachers further reduce the frequency of theitr accompany-
ment. .The. teachers need riot be concerned if automaticity of re-
hearsal fails to.occur [or many weeks or months; this would be con-
sistent with the literature on normal children. The value of. the
Etrategy is necasured by its facilitating effect onh the children's
mastery of the training task involved, that is, the ability to re~

" trieve correctly -twp items named from a group of four unrelated
objects. ' ~ ' ‘ '

‘It is unimportant whether children rehearse in speech or sign
or both simultaneously, For many children, signing is the first re-
Jearsal mode observed. At first, they tend to look at their hands
as they sign; .they watch, themselves talk to themselves on, their hands.
-Later, they look at the objects as they sign; and still later they
look at the objects as they vocelly rehearse, hands poised to reach
for the objects. The rehearsal procedure takes no eXtra time at all.
It reduces the likelihood of impulsive responding and focuses oOh

‘;adaptiVe hand use.

Effective Prompting: How to give hints that really help. When
children fail to respond or respond incorrectly on some tralning item,
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teachers usually attempt to prompt the correct response. In this
section, the use of effective prompts to occasion expressive and
receptive 1anguage responses as well as non llngulstic congnltlve

responses is considered.

If the response to be cccasicned is an expressive language
response, it can seemingly best be prompted through the use of
manual' gesture ov sign backed up by Pairing the manual gesture or
sign with an imitative vocal prompt (see Weaver and Ruder, 1978). ;
The procedure can be abstracted from the following example. Mike = |
is able to respond correctly when his teacher simultaneously says l
and signs a request for him to give her an apple in the presence
of an apple and a banana. He has also occasionally said 'apple' l
as he gives it to the teacher. Now his teacher wants to strengthen
Mike's labeling response for apple. She holds the apple to one
side of her face at about eye level and says, 'This 1s an '
pausing to let Mike supply the word 'apple' by himself. If he
fails to say 'apple', the teacher repeats the procedure adding the
sign for 'apple' when she comes to the pause. If this fails to
prompt the response, she repeats the procedure, adding beth the
manual and vocal imitative prompts. If Mike signs the correct re-
sponse but does not'say it, the teacher might socially reinforce
the response but advertise extrinsic reward for the correct vocal
response, using only the vocal imitative prompt. "Good signing!
When you say 'apple', you get juice. This is an ." The pause
is followdd by."Apple. Say 'apple'," if Mike again fails to say
the word. 1If this fails, his teacher should alternate quickly to
some low error rlsk item!

If the response to be occcasioned is receptive or 'a non-verbal
cognitive response such as matching or sorting, it can best be
- prompted through the use of high! ighting followed by a progressive
fading procedure (see Suggested Readings). Highlighting refers to
any training procedure in which differential response to the training -
stimulus is prompted by exaggerating the perceptual salience ©f some
feature (s) of the stimulus itself; that is, the 'prompt is incorpor-
ated within the training stimulus. For retarded and autistic |
children it has been shown that hlghllghtlng fellowed by a progressive
fading procedure is markedly superior to prompting strategies which
add qualitatively different cues such as the teacher's pointing to
the training stlmulus (Schrelbman, 1978; Wolfe and Cuveo, 1978)

.Some of the experlmental tasks used to assess hlghllghting are
31m11ar to typical receptive language and cognitive training tasks.
Several stimuli might be placed in front of the child and-the’
teacher would ask the child to.point to the one the’ teacher names.

Or, the teacher may set the child to a non-verbal match~-to-sample

- task., Traditiocnally, dlfferential response to the training stimulus
would be prompted by the teacher's pointing to the training stimulus.
This type of prompt 'is called an extra-stimulus prompt because the .
prompt is not within the stimulus itself, but external to it. A

- within=-stimulus prompt attracts attention to the training stimulus
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by exaggerating or intensifying some relevant feature or stimulus
dimension of the training stimulus. Once the child responds dif-
ferentially to the training stimulus, in the presence of another
stimulus of the same general class, the prompt is gradually faded,
maintaining an error rate no greater than some prescribed amount.
The highlighting is gradually faded but may be temporarily augmented
if errors increase beyond some arbjitrary limit, Fading is accom-
plished with a see~-saw approach: fade, slight increase in error
rate, error rate reduced to 5-10 ber cent, another fading step,
slight increase in error rate, error rate again reduced to 5-10 .
per cent, another fading step, slight increase in error rate, error
rate is not reduced to 5-10 per cent within training sessions on
two successive days, highlighting increased, error rate is reduced
~to 5-10 pPer cent, another fading step and so on. '

It is not always clear how this strategy can be applied to
the many types of receptive. language and non-verbal cognitive
training tasks which compriscu a significant portion of the training
of developmentally delayed and handicapped children. Each task
seems tO require its own analysis; the defining characteristics of
each stimulus object vary depending on the object with which it is
being contrasted. What is clear is that highlighting is superior
to pointing; and pointing heretofore has been the most commen way
of prompting these sorts of tasks.

Application to' language and cognitive training seems difficult
because of the variety of stimulus dimensions to choose among. for
highlighting common objects. It would seem, however, that any

- distinctive feature of the training stimulus that 'can be highlighted
and subsequently faded o0ffers the teacher & possible prompting
strategy superior to the more traditional extra-stimulus point. For
example, consider a spoon versus a plate. In this instance, .the

~shank of the spoon, a feature not shared with the plate, could be
highlighted. Once the feature is selected, the mode of highlighting

‘must be chosen: hue, saturation, sound, size, mass, texture, smell,
shape, The question of how to most interestingly and.potently.highi
light the chosen feature is answerable, but must be answered time
and time again. - - -

This has been a brief and sketchy consideration of the possi-
vilities of highlighting as a prompting strategy for receptive
language and cognitive training tasks which, hopefully, will pique
your creativity. There is something here for us; but we have not
yet begun to make creative application of it. . '

child Register: A possible source of strategien

_ Since 1964, when Brown and Bellugi's "Three processes in the
child's acquisition of syntax," first appeared, there has heen
evolving a growing interest in describing the special ways in which
mothers speak to their .children, special in that they do not talk .
to other adults in the same way that they . talk to their young
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children. Concomitant with this descriptive interest has been an
interest in whether these special features (as a package, referred
to as 'Child Register') are importantly and causally related to
the child's acquisition of language. This possibility and its im-
plications for intervention invite our consideration of Child Re-
gister. A selected list of references on this topic is presented
in the .Suggested Readings at the end of this paper.

Taken as a whole, the various features of Child Register seem
designed to simplify the language and to make it easier to segment
into words; to make the message more redundant; to make the inter-
action more interesting and entertaining; and . to make it more inti-
mate. Just exactly how does Child Reglster dif fer from adult talk?

ggscrlptlve Features of Child Register, Mothers talk tc babies
and young children in relatively high pitched voices; and they speak
much more slcwly than when talking to adults. Facial expressions
and the intonational patterns of voice are exaggerated with a high
proportion of the content words being stressed. The mother pauses
before important words and at the ends of sentences, and she tends
to repeat and/or to paraphrase what’ she has already said. She is
apt to position herself close to her baby, smooching, nuzzling, and
gazing at him .or her as she talks and pauses. She is apt to whisper
to her baby much as she might to a lover. During play, the.mother
is apt to address the baby with many tongue -¢licking, lip- popping,
kissing, humming, and other non-speech noises interspersed in her
talk.

. When she talks in words, the mother often reduces consonant
clusters in important words to 51ngle consonants, for example,
'stomach' may become 'tummy She is apt to make an important word
into a reduplicative ('car- car' 'tum-tum,'. 'night- nlght' 'bye~bye')
or *to put it into-a diminutive form such as 'horsie'’ or 'potty
which also has the effect of increasing the perceptual salience of
the final consonant of the root word. And she is apt to add a
second rhyming:- word such as 'tootsie-wootsie' or 'doggie-woggie'.
Combinations of these phonologlcal gyrations produae many words that
are common to small children: ‘'wa-wa', 'bubu', 'boo-boo', 'sSisi'
'ta-ta', 'nana', ds well as 'doo-doo' and 'pee-pee Not unrelated.
‘are the special words used only in childhood to refer to certain
objects or animals, for example 'choo-choo'' for train, 'bow-bow'
- for dog, and 'moo-moo' for cow. ' -

The content of what 'is talked about in Chlld Reglster deals w1th
shared affect, activities, and sensory experiences of the moment and
the immediate future. The mother may comment on what the c¢hild is '
already attending to or she may dlrect the child's attention to some-
thing in the immediate context :

Mothers use fewer Pronouns inlspeech to their young children
than in speech to other adults. . They rarely use the pronoun, 'I',
using instead their own name, 'Mommie’. They rarely use a third



‘" person pronoun when referring to someone €lse; rather, again, they
use the name of the persor, such as 'Daddy', 'Grandma', or Auntie B'. -
The children themselves are often referred to by their own proper
names, for example, 'Joey is hungry' when Joey is actually being
addressed., Possessive pronouns arse often similarly displaced by
proper namés. Mothers often pronomihally include themselves in
references actually intended only for ﬁhe child, for example, 'It's
time for us to take our bath' or 'It's' time for our nap.' Regard-
less of how or why motbers come to do these things, the net effect
is that the number of ciffsrent pronouns in use in Child Register is
considerably smaller than the number in use in adult talk.

Mothers also simplify the language by Xeducing the number of

' function words used, the number of verbs, the number of modifers,
and the number of verb forms. The words that are used tend to be
especially concrete or affective. And the type-token ratio (number
of different words used divided by the total number of words. used)
is small in Child Register when compared to that in adult talk. The
sentences Mothers address to their young children are generally much
shorter than those addressed to adults. Both the mean length of -
utterance and the mean length of pre-verb utterance are shorter.

The sentences are not all simple, active, declarative and affirma-

* tive; but they tend generally to be less complex than in adult
talk (see Brown and Hanlon, 1870). There are relatively few com-
pound Or complex constructions, and the passive voice iz essentially
absent. Questions are common, but many of them are rhetorical ones
which the mother answers herself.

.- Once children begin to communicate verbally, .mothers begin to
‘respond to children's utterances in some ways that have been iden=
~ tified as peculiarly characteristic to Child Register. PFor example,
.mothers comnonly respond to. the utterances of young children with
expansions which:consist of the mothers' imitating or paraphrasing
what the child just said followed by the inclusion of some.piece of
* additional relevant content--something a little beyond the produc-
tion level of the child. and, if the mother fails to understand
something the child says, she is apt to prompt the child to repeat
what .she failed to understand by asking a question with the word
order unchanged from the child's preceding statement, for example
'You want ‘What?' or’ 'What?' or' 'what did you say you want?' 1In
addition, mothers repeat and paraphrase their own utterances to
children at high rate, seemingly pressing Persistently for verifi-
cation from the children that they understand.

The various research efforts that have yielded this summary de=-
scription of Child Register have also revealed, as one might expect,

" that mothers' speech: to normally developing children gradually shifts

. from Child Register to adult talk as the child advances in years:

‘ {see Phillips, 1973; Snow, 1972; and Broen, 1972). The question of .
what occasiona the use of Child Register and what occasions its
shift toward adult talk has been asked, and at present, there is no.
satisfactory simple explandtion. We can only assume that the
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mother's behavior is attributable to subtle features of her environ-

ment, her reinfércement history, and the parent-child interaction

- that are common across most dyads of normally developing and normally
equipped infants and tHeir mothers. . i

Features of Child Register that tend to be overlooked are
those that it snares with adult talk. None of the differences be--
tween Child Register and adult talk are present in mothers' speech
. all of the time or exauple, only about 30 per cent of the sentences
addressed to children are simple, active, affirmative, and declarative;
the other 70 per cent are characteristic of the syntax of adult
talk (Brown and Hablon, 1970). Mothers expand only about 30 per
cenv. of children's utterancés (Brown and Bellugi, 1964); and only
about 45 per cent of mothers' responses to children are sequiturs
to what the children have just said ‘{Brown and Hanlon, 1970). . .
Furthermore, there is some evidence that children are actually more
attentive to utterances that are somewhat beyond their own produc—
tion level (Shipley, Smith and Glgitman, 1969). Research has typi-
cally focused on the differences -between-Child Register and adult
talk, rather than on the similarities. Thisipoint is raised here
since it would seem.to be an important consideration to a functional
analysis of the shift from Child Register to hdult talk that occurs
as the normally developing child grows older.

Toward a Functional Analysis of Child Register. ‘Research
findings show that Child Register is powerfully affected -by the acw
tual presence of a child, suggesting that children themselves largely
control the linguistic input directed ac them {ske Snow, 1972a). .-
The evidence to this point is inpressive. Not only do women with
minimal experience with children display a strong immediate shift
to Child Register- when, placed with a young child (Snow, 1972a)., but
so do, four-year-old children who have no younger'siblings (see
Shatz and Gelman, 1973). The shift in register seems to be under
tight stimulys control; the 'discrimination! is apparently easily
acquired: the response 'generalizes' to all children, to other small’

- and dependent forms of life, to miniature inanimate objects,_and-.to -—=
dependent elderly persons as well; and the 'discrimination' seems
unaffect=2d by long periods of disuse or inactivity. ‘It is very

much as though we were dealing with a respondent, the eliciting

stimulus being the babe. This brings to mind an anecdote from

Harlow's Learning to Love {1971, p.6) in which he tells about having
projected a photograph of a baby monkey on a screen at a women's _
college. "All“500 girls in the audience gave simultaneous gasps of Y,
acstasy, Theysame test has since been conducted with many college
audiences,. Not only are the all-male audiences completely unre- K
sponsive, but the presence of males...inhibits the feminine ecstasy .
regponse. Evidently nature has not only constructed women to pro- -
" duce babies, but has also .prepared them from the outset to be - '
mothers." Harlow shows a copy of thHe appealing picture and the
caption reads, "Elicitor of female ecstasy response."

In Snow's 1972a study, she. showed that women failed to make
. a full shift to Child Register when asked to talk as though

o
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‘they were speaking to two-year-olds.: This coupled with the evi-

dence of a shift toward adult talk as the normally-developing c¢hild
grows older, suggests that the child provides potent differential
reinforcement to the speaker. The simplest possible explanation

would seem to be that the child's attending to the speaker operates

as a guidance system for the speaker's behavior.. And, indeed, Snow s
(1972b) and Spring (1974) present convincing evidence to this point.
Dale (1976, pp. 145-146) puts it simply: “Thus children may control

the linguistic input available to them by means of their selective
attention to the speech of other people. And, as the child's Ian-

guage advances and he attends to. more complex speech addressed to ™\
him advances as well." As inadequate as this analysis is at . N
specifying exactly what features of Child Register exert stimulus .
control over the child's attending behavior and exactly what be-

haviors of the child exert stimulus control over the mother's

shift in register, this analysis is actually the best we have at
present. An operant interactional analysis in which the first re-
sponse is & respondent has not been formulated. !

Does Child Register Affact Language Growth? The question of
whether all or certain features of Child .Register are importantly o
and/or causally related to the child'sacqguisition of language re- L

_ mains unanswered. The fact that Child Register exists.and that, it
wanes in strength as the child's language behaviors grow stronger
has. been established. This inverse rélationship between the strength

. of Child Register and the strength of child language is at least

® circumstantial evidence that.some of the features of Child Register
are importantly related to language acguisition. Further, we know

. that Child Register containe some features or combination of features.
that are especially interasting to Yyoung children (pee,Snbw, 1972b, '
and Spring, 1974) and that these features are to some extent inde-
pendent of the actual presence of the speaker; that is, they are
inherent in the acoustic signal alone. The ¢hildren in both nf the .,
studies ¢ited’ showed a preference to hear Child Register ra.lie. than
adult talk. Again, the evidende is clircumstantial; but it does sup-

“‘“ﬁéfﬁ”fﬁ@‘ﬁé@ﬁmption—fhaf—young“éhifdrEn“do differentially-attend-to—-—r--
Child Register. And we know that attending to the critical stimulus
dimensions of a display is gritical to learning to make adaptive
discriminatiénsg. ‘Therefore, the finding that Child Register occa- .
sions differential attending on the part of tHe child establishes
Child- Registersas a potentially useful tutorial device. Capturing
and maintaining the attention of a young child is no ‘small feat and
Child Register sSeems to do this admirably well. '

: . Let's take another look at the characteristics of Child Régister
to see if we can discriminate among (a) features that might serve ‘
primarily to establish and maintain positive affect, "(b) features ,
that might occasion and maintain attending behaviors, and' (¢) features
that might contribute programmatically and procedurally to the '

. learning of )inguistic discriminations. .ot

Human attachment and Child Register sﬁare some common features.
These features have no linguistic value at all; rather they are as-

. ]
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pects of the affective interpersonal communication system early
.established between normally functioning mother-infant dyads.
-Included in this group would be physical contact, eye contact,
synchrony of movement and pause time, smiling, and the soungd or
- prosody of speech-itself. The mingling of these features with the’
linguistic features of Child Register may function.to protect the
“dyad from the consequences of. early linguistic failures. Their
presence may serve tc keep the dyad engaged and mutually oriented
and may offer a limited guarautee of the opportunity to try again.
It is particularly signifiecant for teachers of the blind to realize
that human infants differentially attend to the human voice by the
end of the second week of life (Klaus and Kennell, 1976) and that
this feature can be carried by the acoustic signal alone; that is,
it does not require the phy51cal presence or 51ght1ng of the
speaker.

What are the features of Child Register that might be expected
to occasion and maintain attention or sensory alert? Intrusive:
percéptual salience is critical to alert infant attending: and.*
stimulus change, variability or novelty is critical to its main-
tenance. Features of Child Register that might satisfy these de-
mands for interest and entertainment value might include the high-
pitched voice and variability in pitch, whispering, non-speech
noises, the addition of rhyming words and reduplicatives, exaggerated

- loudness or stress and varlablllty of the loudness of voice or
patterns of stress, and variability -in sentence length and inflec-
tional pattern. None of these Features carry linguistic infermation
per se. They-can, however, be superlmposed on language- and, if
they: are, they may serve to facllltate child:- "s making discrimina-
tions among llngu1st1c features due tec '’ . as r.. state and posi- ‘

- tive affect.

Foremost among those features that mlght more directly 0cca51on '
semantic and-linguistic discriminations would-be the. focus ofi- .. __

" shared referents in the 1mmed;ate context, pairing what is said Wlth

ﬁmmitsareferentT-and—the shlftlng—of—reference ‘across the child, €the
mother, and shared environmental stimuli. ~Also important would be
the small type-token ratio, the repeated use of @ small number of ° °;
words in limited contexts. ‘The slow rate of speaking would be
critical in enabling children to segment the’ separable units of the’
language, and there is some evidence that it facilitates processing -
(Woodcock 'and Clark, 1968). The pausing before important content’
words-and. at the ends of sentences would seem to serve the ‘same
functions. = The use of .stress .on important content words might
further facilitate -segmentdtion. The reduction in the number. of
pronouns used would cOntrlbute to the low type-token ratio and it.

. would also provide redundant use' of the proper.names of persons in
the child's environment. - The ‘use of short. sentences, in COmblnatlonl
with the reduction of functors, verbs, and modifiers, might high=- -
light the prlmary references and relationships and might accomodate .
young children's auditory memory capacity as well. All of these synr
tactic and morphological gestures, then, are ones that might func-

-

tlon to haighlight crltlcal semantlc and llngu1st1c discriminative SIS
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stimuli. Some of the curious phonoloclcal features might facilitate
acoustic discriminations among words while others might simply offer
perceptual novelty, relnforclng attending behavior.

Once children actually begin to say words, the mothers' ex-
pansions, . prompts, asking and answering their own questions, and
endlessly repeating and paraphrasing themselves would all seem to
be possible ways of maintaining €hildren's attention, highlighting
critical linqu1 ‘tic discriminative Stimuli, placing a greater de-
mand on children for linguistic comprehen51on, and providing more

. varied and complex models of syntax and prosody. Interestingly,
+ as noted abdve, children have been shown to be most attentive to
utterances that are somewhat beyond their own productlon level

(Shlpléy,_Smith and Gleitman, 1969}.

What we may ‘have in Chlld Register is a medley of features in-
tertwined and superimposed on each othe» which, in concert, increase
the likelihood that a child will attend to the ¢ritical stimulus

! dimensions of the linguistic input and learn to make adaptive dis-:
criminations among them. The mother is like a living, loving Big
Bird who entertalns and engages the child in irresistable song and
dance while the subtleties of syntax and morphology. are repetitiously
conveyed in varying forms via-sublimihal advertising.

Application of Child Register to Programmirng a First Language
for the 'Developmentally Delayed Child. Assuming that ‘at least some
of the features of Child Register do in some way aid normally de-
veloping children in approximating their. ultimate attainment of ‘
adult talk, we might logically ask how we can 'use what we know about ’
'Child Register to better program for deveIOpmentally delayed child~ '
‘ren and thelr families.

First of all, the review of Child Register has.emphasized the
‘importance of human attachment to language learning. The teacher
of a first language must first of all be a lover. The affective
f_—-1nterpersona1*relatlonshlp -again—clearly emerges as an essential™
precursor for communication and language; and any general interven-
tion strategy based on what we know about Child Register must at-
tempt to teach the adult-child dyad to be mutually reinforcing. . To
be optimally effectiye in achieving our linguistic. objectives.we
must pldce a high priority on the attainment of’ 5001al/affect1ve )

e objectives. ' These objectives must include the child's attainment

N of behaviors which will> reinforce the parent and/or teacher: mutual

! gaze, Bmiling, p051t1ve response to physital. contact, and affective

ccmmunicatlon. s

ereffectlve behaviors of parents and’ teachers must be reln- IR
forced i hey are to be maintained; and we know that we_cannot’ de- =

;' pend on ch dren's ability to relnforce. We must-prodram oppor-

tunities for "rgceipt of potent sogial-différential reinforcement

for effective ¢ ching_becausé  they cannot be expected to occur - o

i; otherwlse._JThe ‘particulars .are best designed ;ocally to fit the
~specidl de.ands of\cllmate, geography, living and worklng arrange-

i
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ments. It is important to stress that teachers and parents should

" be encouraged to design 'burn-out' prevention systems for themselves
and each other; even the best teachers are vulnerable to the effects
of prolonged effort, disappointingly slow progress, and the failure
of children to. adequately reinforce. Indeed,; this is the common
condition for parents and teachers of developmentally delayed
children., If we want to shore up our and their effectiveness, we
must place a high priority on shoring up the reinforcers!

A Secondly, we must attempt to extract the essence of Child Re-
gister and make it an integral part of our adult child interactive
~style. The major message seems to be to interactive intimately
with the children surrounding them with the certain knowledge that
we are attending solely to them. Aand we should attend to what they
attend to and provide enactment and linguistic glossing that accu-
rately reflect the feeling and content of what the children would "
say. In addition, we ghould use with varietv and vaselfconscious
spontaneity every supra-segmental device avallable to us to make
ourselves and our messages jirresistably salient. Brazelton, Tonick,
- Adamson, Als, and Weise {1975) cite a touching example of a blind
mother instruct‘ng her: husband in how to get their infant daughter
to vocalize: low down, ‘wait for her, pitch your voice hlgher'
. "And lastly, we must be open to new questions and. to the appll-
cation of new strategies. For example, that normal children acquire
adult talk is undeniable; and it is clear that mothers' 1nteract10ns
are 51gn1flcant. What we may-want to question is whether what is
'normal' is 'ideal'- Although attempts to demonstrate the facili-
tating effects of expansions on language growth in children have
. been equlvocal a broadened category of expansions, not typlcally
used by mothers, has been, shown to facilitate syntactic growth in
at least one study {Nelson, Ga;skaddon and Bonvillian, 1973). When
using this approach, incomplete sentences uttered by the child were
expanded; that 1is, the teacher repeated or paraphrased what the
child said.,—inecluding-it.however;—in—a- completesentence that-was —
relevant to the gontaext. Complete sentences uttered by the child -
were recast; that is, the teacher responded in a sequitur that was_;m~f
cast -in a different syntactic form, such ‘as a quéstion in_respofige. .
to the child's affirmative statement.. The content- words 'of the
- child are retained; but ‘the syntactic. form—i§ varied. - Could such
an approach be adapted to serve-the developmentqlly delayed. child?.
"I think so. A profe551onal 1ntervent10nlsts; we have the responsi-.
blllty to-try. | _ ) : N
A LaSt Note on Child Register. We have explored the ways that
mothers talk to normally developing children. We have considered
the problems of. explalnlng what occasions this behavior, and its
shift toward adult talk. We have wondered whether these behaviors .
actually facilitate language growth in the thlld.u And'we have won-
dered ‘about whether or not they can effectively be applied to. inter-
vention with the developmentally delayed child. It is possible.
‘In particular, we can apply a great deal of what we know from Child’
Register to making ourselves and what we say more interesting and
entertaining, and tc¢ effectively highlight the ‘training stimuli. °

- . .
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Total Communication: The strategy of choice

The use of Total Communication (TC) in teaching the deaf and
-hearing impaired, the retarded and developmentally delayed, the
autistic and emotionally disturbed, and the aphasic or brain damaged
has become very wvisible in the last several vears. Yet, there re-
mains much controversy, confusion, doubt, and anxiety among pro-
fessionals and parents with respect to this strategy which has
_ purportedly helped many children and their families and teachers
“to begin t0 communicate with each other.

TC is simultaneous communication in all sensory modes that are
shared between people. This means that TC is not just signing and
it is not just simultaneous signing and speaking. It is, rather,
the artful blending of speech and sign with all other information-
bearing sensory modes such as smell, taste and touch. PFor the young
child TC execution incorporates mahy of the features of Child Re-
gister. TC highlights the intendéd stimulus of shared focus and

" the distinctive feature(s) of the training stimulus in order to
teach discriminations. TC oﬁfers the non-verbal child a way to
participate llngulstically with others, often a welcome oppo*tunity
for one who has experienced much failure, fruskration and sadness
due to speech. TC requires a teacher who is willing and able to
provide maximally redundant messages, gradually fading out the-
redundancy as*>the child's achievements permit. TC involves simul=-

. taneous speaking and signing but it also includes communfcatiorm ;
boards, freely expressed body. postures and movements, exaggerated
.facial gestures,” the dramatic use of all of the vocal suprausegmentalﬁﬁf*“
such as melody, tempo, and stress, and traditional Qrthographyi*fao. g
What has just been described is very close to what-som& teachers of -

" little .hildren have .always done. Some_teachérs are 'enthusiastic’.
This kiad of enthusiasm does make-& “difference. These teichers are
rarely misunderstogd.byﬂthe children. Attending is no problem. for
.them. The.tearthér is the most fascinating thing-in the classroom!

—-The-cthlildirenm are enthralled. - This teacher-really -doesn“t-need —--—-————=—
tokens. The teacher is the reinforcer. The “teacher's physical
- presence, attention, approval, physical contact, comfort,. affectlon, n
. and delight ‘are the tokens. The best teachers have always know
this. And the best teachers of llttle children have always been
total communicators!

¢ In a TC clasSroom, talking and signing would be combined with
language boards. The concept of the lap board ‘type of language
board .can be extended to room-encifcling bulletin boards for child-
ren who are able to see and feel . and move to .the board to reach and
‘touch their referents. This makes a third, and less‘fleeting, com-
municative mode avallable to the child. And these modes,. the speech,
the signing, .and the written or pictured word or concept, when used
together can support each -other and can be made to exploit the

" ¢hild's ability ‘to discriminate among complex auditory, visual,
olfactory, tactile and gustatory stimuli. That isg what TC is; and
the"skillful TC teacher puts it all together wlth ease -and enthusiasm.
(For a ceotalog of useful materlals for TC proqrams, write to the
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Sign Language Store, P. O. Box 4440, Northridge, California 91328, s
For other materials in TC for children and for yourself, write to
the Galludet College Book Store, Washington, D.C., for their catalog.
Por parents and teachers, I specially recommend The Jo of Signin :
(Riekehof, 1978). For materials to stretch your imaginative glending
of all sensory modalities into communicatioh, write to Creative
Resources in Waco, Texa#é, for their. four sensory experience books
as well as for descriptions of other titles of ‘interest and of help
to the teacher who craves attention .
The sensory sensitivities of normal infants seem to be fully
developed and operation.l at birth, and the research literature
tells us, that the ages’at which'infants display a variety of sen-
sory discriminations closely. apprﬁiches zero. These findings say
two things: Wé have failed to maximize on the multi-modal sensory
“abilities of handicapped ghildren and we have failed to maximize on ,
the multi-modal sensory abilities. of our normally, but perhaps far. ..-—
. from optimally, developing children. The ¥ull and early use--of TC
by mothers, and teachers who already employ.Child: Register, offers
~ enticing possibllities . If you are. already*conVinced of.the merit
~of TC, you may. wistho skip theufollowing section; if you question
the use of TC,.howeg rJFplease consider the following rationale.
e Wh¥:ﬂot TC?. Now, instead of defending TC as a strategy of last
- ~""Fesort for the most profoundly handicapped, let's consider the evi-
dence that might support: TG as the strategy of choice for the es-
tablishment ef affective and linguistic communication for all children.
There are anecdotal and systematic acgouhts ‘0f" manual linguistic
expression occurring in.déaf infants between five and six months of
age’ (Dale, 1976; Schlesinger, 1372). Along a comparative dimension, '
. a large literature testifies to the fact that non-human primates,
. who never achieve satisfactory spoken language, do achieve lihguistic
_skills_through manual sign..and-that they begin-to-do so-as: early 'as
three months of .age (Gardner and. Gardner, 1975).. In addition to re-
flecting the earlier motor maturation of the non~human primates as
contrasted with th¥%.human, these findings may reflect the lesser
motor ‘demands of ‘a manual expressive mode as contrasted with a vocal
oné. Purther, these findinds suggest the possibility that the
‘social and cognitive prerequistes for-the initiation of expxgssive
. language aré attained prior to the attainment of the neuro-motor
" .coordination that is necessary for himan speech and that the normal
huftan ihfant might be expected to initiate linguistic expression
through a manual. expressive nedée sooner than'through a vdcal one.
It is also possible that manual siyns, in the absence of a common :
linguisti¢ frame of reference, may convey to the infant more. infor- ‘
mation than speech. The normal child, then, who is early exposed
to both.speech &nd the language-of sign might be expected to under~
. stand linguistic. inHut and .to engage .in linguistic expression sooner
than the: child who, is exposed only to speech \ T

, Deaf children who ‘are exposed early on to sign achieve a greaterR
' success in reading and written linguistic skills than their class-




mates who are nOt exposed to sign until later (Vernon and. Koh; 1970,
- 1971; see also Schlesinger and Meadow. 1972); further, no diffcrences
tbetween the groups have been detected in speech performance or in
‘measures ‘of' psychosocial attainments, In 1970 Vernon and Koh (pp

535-536) summarized the argument as follows. .

_ Data have been prPsented comparing the, effects of
early exposure to manual communication with early .expo~
sure to oral communication in genetically deaf ¢hildren.
The use of early manual communication produced:better
overall educational achievement including superiority-
in reading skills and written language. Comparisons-on
the variables.of speech intelligibility and speechreading

- indicated no differences degspite the fact. that the oral

.- -~ "group, for the most part, had extensive pre- -schonl oral IR
- training whereas the manual group had neither this -

training nor had they parents who could use hearing to
aid'them in speech. . In psychologicat adjustment no
statistxcally significant differences were found.

'The findings of this’ study lend further support to
the results of previous investigations which alsp indi-
cated+that early manual communication markedly facilitates
educational achievement and linguistic develOpment; that
speech and speechreading skills. are not hurt by manual
commynication; and that psychological adjustment is as

. © good br better for those who learned manual language
IS early in life. . These findings in support of the value of =~
ﬁrly manual communlcat1on prevailed despite the fact

that the children expoesed to strictly oral training had

hearing parents-whose speech, language, and educational

"skills and achievement were superior:to those of the
o children raised in ‘a-manual communlcatlon envmronment

- -and whose parents were deaf. R - o ToTow

Vernon and Koh (19?0, 19?1? further present data which support the
.contention that deaf children who are exposed to early manual com-
munication start to school with an advantage over other deaf

N children and that this advantage continues to increase over time.

¢

Schlesinger (19?2) reports an the’acqulsltlon of sign in a .

deaf child {(Ann).reared by deaf parents. At the age of 19 months

. Ann had 117 recognizable word signs and five signs for letters of
the alphabet. This compares véry favorably with typical expressive
.lexical achievements for the hearing child"of comparable age. . _ L
Further, Schlesinger reports on the vaUlSltlon of signed and - y
spoken language by two normal}y hearing 51b1lngs, Jason and Kathy,
“who were exposed from birth to hoth spoken ‘and axgned language. .
Although neither parent was deaf, the paternal grandmother who
lived with the famlly was; and both parents as well ag the grand-
‘mother were: fluent in manval communication. The data on kathy and -
‘Jason were obtained from diary accounts’ maintained. by the parents.
At the age of 18 months, Kathy was credlted with 245 words and 113
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" with .a wide variety »f other communlcatlvely handlcapped populations.
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“signs while Jason at a comparable age-was credited with 81 words"

L

and .5) signs. It is not reported whether all words uttered by -~ -
the children were also signed or whether there were some dlscrep—
ancies. Nor is there any indication of which~child was the elder
Nevértheless, it is clear the Kathy and Jason both had speaking
vocabularies that- exteeded normal 18 months expectancy. No data
are reported on these children with respect to cognitive develop-
ment or- subsequent linguistic or academic achlevement )

é In summary, then, we know that the- normal human 1nfants are
apable ‘of linguistic expression through sign sooner than through

) speech in spite .of their ability to make sophisticated discrimi-

nations among linguistically significant acoustic stimuli {(Eimas
Slqueland Jusczyk, and Vigorito 1971). Further, we know that

" ear ly exposure to sign facilitates reading and written linguistic

* "guistic-growth. - Further, we would not expect any toward conse-

expresslon in deaf children with no concomitant untoward conseguences.

Still further, it appears that deaf children who are exposed to e

early manual communication are able to maintdin and to increase
over time their superiority over deaf children exposed early on
to only oral communication. Therefore, it seems reasonable. to
propose to provide normally developing human infants .with a total

. communication {TC) enviromnment from birth. - From all-of the above,

we would expect this treatment to result in the normal child's

'atheving linguistic understand1ng and -manual and oral llngu1st1c

expression at an earlier age than if prov1ded with .a predomlnantly
oral environment. To the extent that linguistic achievement inter-

‘act with coqnltlve growth, we might speculate fhat early exposure

of normal children to TC might accelerate cognitive as well as lin- ~

L

guences in terms ©f psychological adjustment or delay in vocal
linguistic expression. * The longitudinal study of the-achievements’
of infants exposed to this treatment would permit us to. see whether
or not cognitive and/or linguistic growth would be accelerateo,

whether the possible -early acceleration would ‘dissipate over’ tlme,-“*““

and whether the possible early achievement of cognitive and.iin-
guistic milestones would result ultimately in a generally higher
than expected level of functioning. The value of introducing deaf
children and "their families to.TC is evident; and the literature

is replete with small sample studies and reports of individual ' |
successes testifying to the facilitating effects of the use of TC

The . valde ‘of TC for normal chlldren remalns almost completely
unexplored The potentlal for increasing the ‘achievement levels.of

normal children during the school age years would seem to warrent L

- the exploration of this possibility. ' Indeed, Vernon and Coley

.

(1978) have presented a preliminary report suggesting .that sign

- and/or ‘finger spelling can be used to fac#litate the normal child's

learn;ng to read. They' point out the. s1m11ar1ty between’ some of the
ABC signs and their written counterparts, again emphasizing that
deaf children, reared by deaf parents often inow considerable finger
sQelllng when - they enter school and that this reading of $igned
words is rather easlly transferred to the reading of printed words

o
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It may be that the emergence.of oral language production in
normally developing vhildren is constrained not 390 much by cogni=~
tive readiness as by the neuro-motor demands of speech. What waits
to ba done is a study of hearing parents raising their normal
children in a IC environment from birth. The data on the experi-
mental subjests could be compared directly to already existing norms
on tha engnitive and linguistic achievements of normally developing

infants.

1f TC accelerates the development of the normally developing
child, the consequences of this "success” would be several:

* ta) As educators, we would need to be prepared to offer accel-
erated educational programs consistent with the child's
cognitive/linguistic/sccial (but not necessarily physical)
growth, much as we 'might for the “"gifted” child.

(b) As members of a society, we wWould need to be prepared to
tolerate a younger generation that might be characteristi-
cally "gifted" by our "normal" standards; this might make
unanticipated social demands on the first older/normal
generation. )

(c) As students of child development, we would be confrontad
with the monumental task of re-writing the textbooks in a
wide range of related areas. (Perhaps we might choose to©
defer this task to the younger gecneration!)

(@) As students of theory ir child develooment we would need
to be prepated to divest ourselves of theories supported
by "facts" derived from'developmental data based on our-
selves and our ancestors and to construct new theories
that would be capable of accouating for our new observa-

' tions in a parsimonious and internally consistent manner.

How.Can This Be? There are several possible explanations for
why slgn appears to be more easily acquired than speech. An ob-
vious one is that the hand movements of sign make lighter demands

- oh neuro-motor coordination than do the synchrony of articulatory
.movements, breathing, and phonation necessary for speech. - If this

is true, speech would be expected to be later appearing-than sign,

would be expected to require mdre practice, and would be expected

to take longer to become highly differentiated or skilled. Further-
more, although fluent sign is as evanescent and as difficult to
segment as speech, learners of sign are able to see and manipulate
the gonfiguration and movement of their Own hands and to compare
them to their teacher's hands. The teacher can both repeat the

_movement of a sign and hold static the beginning or the ending of

a sign. FPurthermore, the teacher can manipulate and mold the

learner's hands to match the example. Speech can be amplified

acoustically and expanded 'in time but there is no comparable way to

. make the production process of breathing, phonation and articulation
for speech as visible as the production process for sign. '

R
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On a more abstract level, sign is less arbitrary than speech;
‘that is, there is generally a greater iconicity between signs and
their referents than between spoken words and their referents.
There iz ofteri a visible similarity between the sign and its
referent, whereas spoken words are only rarely conceived of as
having an aceoustic similarity to their referents.

Ii there were a discrepancy between visual and auditory memory
which favored visual memory (To my knowledge, we have no evidence
to this peint}, the child would be expected to recall the sign more
readily than the spoken word when asked to specify an objeet label.
Having made the sign, the sight or feel of the sign might function
as a discriminatiye stimulus for the spoken word. The author has
oﬁten seen TC children look at their hands and form a sign before
gsaying a word in vesponse to a request for a label. andthe author
has seen an adult aphasic client look at her hands stgning a
preposition before saying the preposition signed.

Perhaps sign is a more primitive communicative mode from an
evolutionary peoint of view. This point of view would be suppcrted
by the adaptation hypothesis. Given the choice, communication via
speech is more adaptive than manual communication for the reasons
cited below as disadvantages of sign. Nevertheless, from a matura-
tional peint of view, if this hypothesis were true, -signing might
be expected to cctur before speech. The question remains as to
why its early occurrence seems to facilitate the early occurrence
of sPeecha This facilitating effect of sign on speech has been
observed in language delayed and disordered children as well as in
noermally developing children. There are otner less well formulated
explanations dealing with interactions among handedness, sex of
learner, and degree of right-left hemisphere specialization; and
anyone using TC with children might wish to collect data relevant
to these parameters. ~

. Advantaces and Dlsadvantages ¢f Total Communication. N& con-
sideration of TC would be complete without an attempt .to catalog
the advantages and disadvantages as they are presently understood.

Advantuages

TC provides an orderly redundancy t¢ the “‘message. This can
increase the amount of information understood by the receiver. For
example, if one already understands one mode ‘really well and if the
message in that mode is sufficiently redundant and noise free, per-
haps nothing helpful is gained from the overlay of another mode.
However, if one has not reallv mastered either mode, the two to-
gether may provide more inforiacion than either alone. The resultant
redundancy is increased signiricaut'y above that offered by either
mode alone. .

TC is visual which is the priwary mode of afféctive interpersonal
communicatien in human infants. Tue child is already visually at-
tending. It provides a way to direct the child to seleactively atterd
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to the critical auditory distinctions by pairing them with the
visual. L

It is possible for the child to communicate through TC at an.

‘earlier age than through spoken language alone.

The child who communicates through TC is more reinforcing to
the parent or teacher than the non-verbal child.

There is some evidence that the child who learns to communicte
through TC is able to read earlier and more easily.

TC engages the hands in useful activity that is incompatible
with self-stimulation or self-abuse.

Disadvantages

-~

The disadvantages of sign are sufficient such that a person
capable of speaking would not prefer sign. This is good because
we want children to talk as well as to sign if they possibly- can.
The most freguently cited disadvantage of sign is that everyone
does not know sign or choose to learn it; this disadvantage may be
greatly minimized as more and more deaf and hearing impaired
childreh are mainstreamed in our schools. Furthermor«, it seems
to me that there is currently a veritable explosion-of interest
and awarerness of sign as a socially acceptable’ linguistic mode.

Another disadvantage is that one cannot sign over the telephone!

.Bell Telephone has minimized the impact of this disadvantage for the

deaf through electronic technology; howéever, the use of this tech-
nology is at present limited to certain receivers, usually providing
only for emergency messages. Nevartheless, the technological

' capability is there and could be -xtended both in terms of the

"callers"” and the "callees".
-]

Still another disadvantage is that signs cannot be seen in the
dark. The dark renders the receiver of sign to the communicative
status of the deaf-blind. This disadvantage is not usually serious
and can be.eradicated via the use of- a light switch! One usually .
chooses to be in the dark!. Nevertheless, it is a constraint and may
greatly affect pillow talk, conversation during the first moments

of power failures, and nocturnal communication on campouts and in

.drive-in movies. This disadvantage is a serious one to the deaf or

deaf-blind person and requires that sign become tactile rather thar
visual in order for it to function as a linguistic mode.
. , , .

Still another disadvantage is that Signing is incompatible.
with other manual activity. Although most sophisticated signers
can sign one~handed, two hands are preferable. to one. There ure
times when it is just not possible or feasible (or safe!) to sign.
when one might wish to cbmmunicate linguistically. A signing driver

. is a real menace on the road!» And what if a person dependent upon

sign burns both hands in.an accident and finds himself/herself

| o ~116- = :
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reduced to covert sighing within two football-sized bardages? There
are other, everyday activities that demand that hands be occupiled

in non-signing activities. How about the lost art of washing or
drying dishes? Setting the table? Opening a can? Tossing a salad?
Folding laundry? Making a bed? Splicing a wire? Tightening a
bolt? TYPing? Just about anything one does is incompatible with
signing. 1In addition, it is physically very tiring as compiired

to talking. -

It is impossible to ampl{fy a signed message with one's own

physical equipment; that is, it is not possible to gcream or yell

in sign. This disadvantage can be minimized by creating an exag-
gerated visual display such as jumping up and down, waving the arms.
However, the successful use of this strategy still depends upon the
visual attention of the intended receiver. The receiver of a signed
message must be looking at the sender; and sometimes it is impossible
to attract the attention of the intended receiver. There are other
times when it is dangerous for intended receivers to look away from
what they are doing: and looking at the sender is often inconvenient
or incompatible with other ongoing behaviors of the intended receiver.

There are reel disadvantages to sign. Nevertheless, for the
manually unimpaired person who is unable to speak intelligibly and
tor .the person who is unable to hear, sign may be the communicative
mode of choice for linguistic expression and reception, having far
fewer disadvantages than other non-oral linguistic modes such as
writing/reading, languade koards, Bliss symbolics and the variety
of electronic modes. '

Alternative Expressive Modes for the Motorically Impaired.
Although TC is a compelling strategy to be used in talking to child-
ren, it offers the motorically handicapped child pitifully little-
as an expressive linguistic mode. For children who cannot or
choose not to talk or to sign, there are available now a growing
varijty of alternatiVe expressive modes. And their availability in

“combination with a TC environment greatly enriches the life ex-
perierces of many special children and their families.

For a varietyY of sources in this area, I refer You to vVander-
heiden and Grilley's Non-vocal Communication Technigues and Aids
for the Severely Physically Handicapped (1977) and also to Trace
Research and Development Centetv for the Severely Communicatively
Handi¢apped, 1500 Highland Avenue, Madison, Wisconsin 53706. The
Trace ;Center is an excellent gource of current infermation on all
typeslof communication systems and devices for the motorically
handigapped . - :
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A STRATEGI FOR DE?ELOEING:CHRONOLOGICAL AGE APPROPRIATE
' AND FUNCTIONAL CURRICULAR .CONTENT FOR SEVERELY
HANDICAPPED ADGLESCENTS AND YOUNG ADULTS

Lou'Brown, Mary Beth Brangton, Susan Hamre-NleLupskl,
Ian Pumpian, Nick Cert.», and. Lee Gruenewald

The MA-CA Discrepancy Hypothesis

For y&ars parents have- beéen told" by professionals,
128, Mr. Jnes; your child is twenty years old and will
complete. schapl in t&n months, but he has a MENTAL AGE

OF FOUR.: That is why we are teaching him to sing,

% "When you're happy and you know it clap your hands”;
that is why'we are teaching him to touch long as opposed
to short, to touch big as opposed to-little, and to touch
a card with four pennles taped to it".

-

The Earller State Hygothe51s

For years parents ‘have been told by' professionals,
"Yes, Mrs. Smith, your child is eighteen years old and
will finish our training p sogram shortly. 'However, you
must realize that DEVELOPMENTALLY she is only functioning
at the tertiary-phallic<near receptor—olfactory channel-
early preoperational %level. That is why we are teachlng
her-to imitate foot stomping, to match plastic spoons
to pictures of plastic- sponns, to open and close the
world's largest artificial and nonfunctional zipper, and
to pass a bean bag to the persorx next to her in a circle"

The “Not Ready For' Hypothe51a -
8 - -

. For years’ parents have been told by professionals,
"Yes, Mrs. Johnsdn, your child will be completing school
in a year or so, and we agree with you in;theory that
your child ‘should be taught to perform chronologlcal
age appropriate and functional skills in natural environ-
ments. However, the result of our multidisciplinary
evaluatin clearly indicates thaf your severely handi-
capped child IS NOT READY socially, emotionally, intel-
1ectua11y, phy51cally; economlcally, cognitively,. poli-

> tically, religiously, ethically, linguistically, and con-
ceptually to learn to perform the skills you are re- _

~questing. However, when she progresses through the suc-

cessive, vertical, linear, develcpmentallv-sound, onto-
genetically-determined, yét possibly invalid, seguences
that-we have arranged, maybe then she will be ready to
learn to perform chronological age appropriate tunctlonal
skills in:natural environments”.

1
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The Artificial ApproxXimation Hypothesis

For years parents have been told by professionals,
"Certainly, Ms. White, we could attempt to teach your
child to perform chronological age appropriate and func-.
tional skills in natural environments. However, such a
tntally functional orientation would result in only
"spotty" development; would be treating the symptom and
‘not the cause; would be very short-sighted, anti-intel-
lectual, anti-academic; would be teaching splinter
skills;: and would be extremely cumbersome to many admin-

' istrators, teachers and unions. You will just have to
trust us in that we are teaching APPROXIMATIONS of
those skills." 5 . '

related to tlfe curricular content typically presented to severely
handicapped adolescents' and young adults., There are few curricular
materials designed specifically for this population. Most curricula
utilized with severely handicapped students are referenced to
theories or models of normal human development which track the,pro-
gressive refinement and elaboration of basic motor, social,‘and
cognitive-skills into the complex and competent performances charac-
teristic of normal adolescents. These theories or models of human
development are typically stage theories which divide development
into relatively discrete states through which all children proceed
en route to becoming independently functioning adults. The curri-

- culum sequences derived from such stage theories can be described

as "bottom-up sequences": theay begin by teaching those skills which
presumably occur first in a "normal" developmental sequence and

then proceed to skills which occur at progressively older ages.
Since severely handicapped students manifest significant skill,
deficits, they frequently receive instruction only on curriculum
objectives characteristically offered to and mastered by infants or
very 'young children. - As severely handicapped students become
adolescents or young adults, the outcome of such curricular strate-
gies often results in the delivery of instruction which is non-
functional, artificial, and inappropriate for their chronolegical
age. Though severely handicapped students may in fact evidence-
progress through "bottom-up" curriculum sequences, .the obvious
performance discrepancies between them and their ponhandicapped
chronological age-mates actually increase over tifie. A very real
question confronting educators of severely handicapped adolescents
and youngd .adults is related to how long to retain their students in
bottom-up or norm-referenced curricula. That is, given a limited
number of years rémaining in school programs, can the student

" possibly progress fast enough or fzr enough to acquire the skills
needed for the most independent functioning possible in complex,
heterogeneous post-school enviironments? It is often argued that
curricular content for chronologically young children based upon the -~
+ hypothetical stage theories 5f early development can be adapted to
genarate curricular content for older severely handicapped students.

These v%inettes are intended to illustrate a vériety of concerns
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However, until such arguments are converted into empirical demon-
strations of how adolescent and young adult severely handicapped
students can be taught to perform “hronological age appropriate
 functional skills in natural environments, it seems that more in-
termediate alternativesarﬁ at least worthy of consideration. :

Since the notion of teachlng severely handlcapped students
chronological age appropriate functional skills in natural en~
vironments is a departure from current educational practice, per-
haps each major component should be presented in more -detail.

Functional skills. Functional skills, as the phrase is useéd’
here, refers to the variety of skills which are freégquently demanded
in natural domestic, vocational and community envirgnments. Func-
tional skills are not limited to performances which affect the
actual survival or physical well-being of an individual: they also .
include the variety of skills which influence a student's ability
to perform as indépendently and as proouctlvely as possible in
home, school and. community settings. Nonfuncti®nal skills, by
contrast, are those which have an extremely low probability of
being required by dally activities,

-

" Any single skill.may be considered to be functional .or non--
functional depending upon the materials, teaching context, etos
For example, teachihg a severely handlcapped adolescent to take a
quarter from a change purse, insert it in a vending machine, make
a selection by pushing a panel, and then remove the purchesed item
from the machine is very functional. It is a skill performed
several ‘times a day by many nonhandicapped adolescents and adults.
On the other hand, fitting.pegs into a pegboard is relatively non-
functional since the probability is remote that such a skill en-
hances the ability to live independently and since such a skill is
rarely performed by nonhanditapped adolescent and adult members of
society._ Despite the fact that inserting a coir in a wending machine
and flttlng pegs into a board may include identical components
{e.g., pincer grasp, controlled release, and hand-eye coordination),
one skill is considered here as much more functional than the other.

Functionality is not an all-nothing or' an.either-or plenomenon.

For example, in cribbage and other table games, nonhandicapped
adults in fact put pegs in boards. The critical factor is how
often the skill is actually required .in natural environments and
the relative extent to which performance of the skill enhances
independent functioning. Teaching a severely handicapped adolescent
to walk a balance beam is relatively nonfunctional in comparison to
teaching the same student to walk across bleachers at a sporting
event. Teaching a severely handicapped student to zip a zippér on
a zipper-board is relatively nonfuncticnal while teaching that
student to zip his own jeans is quite functional. The skills
necessary to act ‘appropriately in response to exit signs, restroom

- signs and vending machine cues are more functional than the skills
necessary to verbally label words representing the names of the
prlmary colors. .
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, " Natural environments. Natural envivonments, as the phrase is
used here, refers to the variety of least restrictive environments
in which a severely handicapped student is being prepared to -

function. These environments are important to curriculum develop-
ment both as a location for training and as a source of curricular

.content., © .

- There are.many sevcreiy handicapped students in this country

.who are being: taught important skills, but only in artificial or

simulated environments. Included are those severely handicapped
adolescents who are being taught telephone skills using a telephone

" that functions only between the classroom and the hallway: those who

are taught to "ride" the cardboard bus in the school cafeteriaj;

those ‘who are being taught to tell time only on clocks made from
paper plates; and those who are being taught to "grocery shop" for
empty boxes in the classroom store. One major assumption under-
lying such training, of course, 1s that if a severely handicapped
student is being taught to perform a functional skill in a simulated
environment (2.g., & public school) he/she then will be able to
perform the same 'skill in a natural environment, When severely
handicapped students are of concern, one can have little confidence
in such an inference (Stokes and Baer, 1977). Unfortunately, we
cannot infer that because severely handicapped students perform
important skills in simulated environments, that they will perform
the same gkills in natural environments.. If we are to teach severely

-handicapped studentsg to perform functional skills in natural en~"°

vironments, it is necegsary either to teach skills in those natural
environments or to empirically verify that the skills are, in fact,
being performed in those environments (Birown, Nietupski, and Hamre-

_ Niequski,K1976). . /

Educational programs for adolescent and young adult severely
handicapped students should be focused on preparation to function
ultimately as independently and as Productively as possible in non-
school.and post-school environments, Thus, it is suggested that the

 teaching of sk:lls that are only appropriate, or.even on'y primarily-

0

appropriate, in school environments should be minimized, and the .
‘teaching environments should be maximized. For geVerélyuhandﬂcapped
students who are .five years old and enrolled 'in an early education
programs -some of the least restrictive envireonmgnts for-which they
gshould be prepared include their natural homes, régular public school

'u'pr0grams cdontaining nonhandicapped students, Yy care centers con-

taining nonhandicapped students, and public r¢creation facilities.

. That is, it is crucial that young students be’ taught both the skills

required in subsequent school environments and the skills necessary to

" function as independently as possible in thgir“homes.and neighborhoods.

Howevar, for severely, Handicapped adolescents and young adults, edu-
catiqnal services .should focus minimally upon the requirements of

fuUture educational environrents, and should focug maximally on pre-
paration for functioning in a variety of léast restrictive domestic,
vocational, and community environments. ' i




ot Certainly there are crucial skill clusters that can be taught
most efficiently in school settings. For .example, it would be

; difficult to teach many chionclegical age appropriate social skills
to severely handicapped students during school hours in nonschool -
settings because most nonhandicapped,péers are in school. However,
teachingrxnﬁmndicappedstudents-and‘severely handicapped students
to interact socially has at least. two major purposes: a) so that
acceptable social interactions might occur in school environments;
and b) s¢ that acceptable social interactions might occur in extra-
schoel and post-school environments. Therefore, for selected pur-
peses, schools may be viewed as natural environments for adoclescent
and young adult severely handicapped students. However, the older

- severely handicapped students become, the more natural nonschoel

egnvironments become. Thus, in a preparatory cortext, at some peint
natural environments for adolescent .and young adult severely handi-
capped students ghould not include schools becausé schools are not
the environments in witich severely handicapped students are being-
prepared -to function. Since the mojor purpose of educational pro- ‘
gramg  for severely handicapped gtudents is to prepare: them to” functicon
- in nonschool or extra-school ervirohments, the task then becomes o
identify those énvironments and to insure-that educational time and
rescurces be invested as efficiently ag possible. )

&

The identification of future least restrictive environments
has. direct implications for the prioritization of partisular skills -
within curriculum domains. For example, if an adolescent girl's
projected group home location and her vocational training site are
connected by public bus route, then her school experience should
develop the complement of skills required to use that transit system.
On the other hand: if her group home and future vocational placement
are not mutually accessible by bus, the community mobility cbjectives
should emphasis walking, street cressing, using cabs, etc. Stated
another way, the particular functiconal skills taught to any severely
handicapped adclescent or young adult should be determined in large
part by the demands of hls/her current and future natural env;ronments.

S

Chionocleogical age appropriate skills. Inltlally the assertion
that severely handicapped adolescents and young adults should be
taught chrenclogical age apprOpriate skills using chronclogical age
apprOprLate instructional materials may seem absurd. It is apparent \\
to even the most optimistic professionals that there are a substantial
number of skills that severely handicapped students will never ‘acquire..
Translating from Spanish to English, selling life insurance, and driving
& bus are but a few. At the same time, however, there are many chrono-
logical age: appropriate skills that severely handicapped students can ~

. indeed acguaire. Eating, communicating, ard turning on a televisicn .

set are but a few. If oie goal of education is to minimize the stig-
matizing discrepancies between severely handicapped students and their
nonhandicapped neers, it is our obligation to teach severely handicapped
‘students the " major functions-characteristic of their chronological age, -
using materials and tasks which do not highlight the deficiencies in
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their repertoires. For example, since young ch.ldren typically

play with simple wooden puzzleg as a recreational activity, it is
quite appropriate to teach young severely handicgpped"children to
play with such puzzles: ~Howaver, since nonhandicapped nineteen

_year olds rarely spend recreational time assembling a four-piece’
puzzle of Big Bird, it-is stigmatining to teach a severely handi
capped adolescent to engage in that particular’activity. Either

a different leisure activity (e.g., listening to records, doing a
craft) or a puzzle with more age-appropriate content (e.g.;: Fdrrah
Fawcett-Majors or John Travolta) would be preferable. .Since non-
handicapped adolescent and young adult students .frequently make
indepéndent purchases at grocery stores, department stores and

drug stores, shopping skills should receive considerable attention .
in a curriculum for severely handicapped adolescent and young adults. °
Even though teaching may be relatively prolonged‘and prosthetics

"may be used, it is imperative that severely handicapped:students
receive instruction on these major life skills, The requirements
that curricular content For severely handicapped adelescents and
young adults be functional and be developed from natural environ-
ments are insufficient if the sgkills being taught are not as chrono-

logical ‘agé appropriate as possible.

The remainder of this paper presents an empirical strategy for
' .generating curricular content for severely handicapped .adolescents
“and young adults which emphasizes’ the teaching of functional and
chronslogical age appropriate skills in natural .environments. :There
is a fundamental difference between the curriculuni development
strategy presented here and what is generally referred to as a -
curriculum saquence. This "stratégy" is a series of suggested
actions in which a teacher might engage in order to determine cur-
ricular content for the particular individuals in+his/her classroom.
This curriculum Hevelopment strategy will not produce a fixed cur-. -
. riculum sequenge -but rather will identify major skills individual
students must acquire in order. to function as independently and as
prcductively as possible in post school years. »

[ i

Assumptions.of the Curriculum Development Strategy \\é
., The curriculum development strategy delineated below is based
upon three major assumptions., First, adolescent and young ‘adult
severely handicapped students should be prepared to function as
Independently and as productively . as possible in aswide variety of
. "least restriclive"” community environments (Brown, Wilcox, Sontag,
Vincent, Dodd, and -Grueiewald, 1977). Second, it cannot be inferxed
that because adolescent and young adult severely handicapped stu-
dents have been taught to perform skills in schools and other simu- -,

. lated settings they-will functionally use those $kills in othér
. environments. Thus, it is necessary to teach as many skills as
possible in as many natural extra-school environments as are appro-

. priate- (Brown, Nietupski, and Hamre~Nietupski, 1976). Third, the

—..phrase "severely handicapped" represents students with a wide
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~variety of performance characterlstlcs and ultimate capabllltles-
Thus, curriculum development strategies’ and resulting content should
be sufflc1ently flexible so that the full range of severely handi=- °
capped students can receive apprOprlate localized and 1nd1V1duallzed
- educational services. , :

L)

Figure 1 contalns an overview of the pHases of the proposed
curriculum development strategy _Each phase will be discussed in
- more detail below.

Insert_Figure 1l about here

Phase 1: Delineate Curriculum Domains

: The first step in the curriculum development strategv is to
" delineate topics of major instructional concern. (The phrase "cur-
riculum domain" is used here to describe the first of several steps
that can be made toward dividing the total life space of a student
into non-mutually exclusive, admittedly arbitrary, but perhaps more
manageable units. Obviously, thgre are as many possible curriculum
"domains as there are domain make s. ,However, our focus will be on
.. four major life areas. The curr1Culum domains we. propose for ' -
- adolescent and young adult severely handicapped s*udents represent
‘a SLgnlflcant departure from traditional curriculum divisionsg. For
nOnhandlcapped students, currlcular content_ is typically partitioned ¢
in€d major academic subject areas such as reading, math, language
arts, social studies and phy31cal educadtion. For some handicapped
students these same divisions.may hold, while for severely handi-
capped students curricula are usually organized around basic skill
‘areas such as communicative, cognitive, social, gross and fine
motor, and self-help skill .development. This latter curricular
orientation refiects a bottom-up approach to skill building. Con=-
sistent with the view that the education of severely handicapped
adolescents and young adults should be referenced against the require-
ments of relatively independent adult functioning, it is proposed
here that curricular content Can be organized .into domains or diwvi-
sions such as domestic living, vocatiohal, leisure/recreational, and
.community functiening. This organization is designed to emphasize
a “top-~down" rather than a "bottom=-up" orlentat;on.

All severely handicapped students in .our society, regardless of
individual functioning levels,. will function in some type of post-
school domestic environment, whether it be a natural home, foster
home, group home, or supervised apartment. Similarly, all severely
handlcapped students have the right teo a longltudinalr systematic
gand’ comprehensive vogational training program that is de51gned to
maximize the p;obaETiIty that they will be able t0 engage in some
form and degree of remunerative work. In order to make more produc=
tive use of their free tlme, all severely handicapped students-
should be taught to engage in a variety of individual and group
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domains.

~Delineate
the variety
of natural
environments in
- which severely
- handicapped stu-
-dents function
or might functior.

Delineate and
inventory the sub-
environments 'in which
severely handicapped
students function or.

might -functien.

Delineate and
inventory the
activities that occur in
the subenvironments.

Delineate the skills .
needed in order to
-engage in the activities, -

.. .Design and implement °
the instructional programs - ;
necegsary to_insure the performance
of the delineated sKills = -
in natural environments. -

Figure 1.

‘

¢

A stnateby for Jleveloping chronological age
appropriate and functional curricular content

for severely handlcaﬁpediadolescents and young-ﬂ

adulta.
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“leisure and recreational activities., § All severel} handicapped stu-
dents %ill function iIn al least some community ﬁnvironment. To be
maximally effective, they must be taught the skills and provided
the experiences necessary to allow them to travel through that com-

/- . munity and to acces$ its resources. These and other equally relevant
curriculum domains reflect the major life demands of norhandicapp=ad
adults and therefore gerve to organize instructional objectives for .o
adolescent and young adult severely handicapped student ' :

Phase 2: Delineate the Variety of Natural Environments in n Which
‘ Severely Handlcapped Students Function or M;ght “Function

The purpose of this phase of the currlculum development strategy
is to delineate the environmments in which severely handicapped stu- -
dents are currently functioning, and the least restrictive environ-
ments in which they might function in the future. The term "environ-
ment" refers to the places in which severely handicappeda students
live, work, and play. Using the domestic living domain as an ex-
ample, adolescent severely handicapped students might currently be
living at home with their natural parents. However, it is a. reason-
able educational objective to attempt to plan with and prepare the
parents, the severely handicapped students,. and other persons in
the community for the day when the students will reside in a different
kind of living arrangement. Therefore, the environments that might
be delineated are the homes of the parents of the students, group
homes, sheltered apartments, etc. .,

Since spec1f1c domestic, vocational or recreational skills
could be performed in a variety of different environments, the task:
here becomes that of simply listing those environments. It is im-
portant that the listing not be limited to those environments in .
which a studen. already functions. Every effort should be made to
identify -1 possible environments where domestic, vocational or
recreat: .l activities could occur. Unfortunately, there are many

. 'Severely handicapped students who are unduily confined to very eair~
*cumscribed environments. These students are deprived of access to
many other potentially appropriate places and &xperiences in the
community. To increage the number of natural community environments
. in which adolescent and young severely handicapped students func-
tlon is certainly a reasonable aducational objective.

Phase 3: Delineate and Inventory the ‘Subenvirohmefits in. Which
Severely Handicapped students Function or Might Function

Each .environment in’ which severely ‘handicapped students fung—-
tion or in which: they miyht function in the future can be divided
into snbenvironments. For. example, a home can be divided into a
bath: om, a bedroom, a dining room, a living ‘room, etc. A vocational
environment can probably be  divided into work space, eating space, a
social area, restrooms, etc. The purpose of this phase of the cur-
riculum development strategy is to delineate and inventory all the
component -environments oY Subenvironments.in which the student will

f_—— e — e W e ———
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be expected to function.. Again. every effort should be made to
identify all the subenvironments in which nonhandicapped adults
normally Operate. :

Phase 4: - Delineate and Inventory the ActiV1t1es That Occur in the
SubenV1ronments

e =

; Foxr every subenvironment in which a severely handicapped stu-
dent currently functions or might be expected to function, there
are a variety of activities that might occur., For example, some

- of the activities that are appropriate for a bathroom are toileting,
cleaning the sink, folding towels, shaving, showering and tooth
brushing. In a communitv drug store, appropriate activities might.
include picking up a prescription or purchasing grooming items.
The purpose of this phase of the curriculum dévelopment strategy
is to delineate and to inventory the many different activities that
are appropriate for each subenvironment .identified in Phase 3.

Phase 5: Delineate the Skills Needed in Qrder to Engage in the
Activities

Once activities appropriate to various subenvironments have
been delineated, a major issue then becomes: "Can a particular
severely handicapped student perform-the specific skills necessary
to engage in part or all of a particular activity?" The cbjective
of this phase of the curriculum development strategy is to delineate
the .skills needed by both severely, handicapped students and by
other persong who function in the subenvironments so that.the
severely handicapped students participate at least td gome degree
in at least some of the activities identified. 1t should be em-
phasized that even if a severely handicapped student is not capable
of engaging in a particular ‘activity independently, he/she should
not be denied the opportunity for partial participation. For ex-
ample, if 4 severely handicapped student cannot acquiré the sxills
necessary to assemble a particular item in a sheltered workshop.
that task might be divided into components so that the severely

-— handicapped gtudents can complete at least part of ‘%< task suc-

cessfully. Additionally, even though a 8p2ciflC se...ely handicapped

student mdy not be able to develop the skills necessary to toilet

‘himself/herself independently in a public restroom, the activity
'should be adapted so that skills necessary to participate in at
.least some parts of the process can be acquired and performed.

" Efforts should be made here to precisely describe the language,
‘reading, math; motor, social, etc., skills needed to engagde in each
“delineated activity. (The reader interested in one way to arrive
at such a skill delineation is referred to Belmore and Brown, 1976.)
Plans can then be made to teach the skills of concern- or to develop
functional alternatives by arranging for performance adaptations
and/or appropriate prosthetic deviges.

Phase 6: Design and Implement the Instructional Programs Necéssary
to Insure the Performance of the DelIneated'Skills in
Natural Environménts

"““f“Onpe.the skilis-that are necgpSarf,for“ihvplvament in a parti-

e
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cular ctivity are determlned, a severely’ handicapped student must

then be taught to perform those skills. The purpese of this phase

of tqg Qurriculum development strategy is to design and implement

the instructional programs necesgary to teach severely handicapped .

- stugents and others to perform as many of the $kills delineated __ .

-—-as-possible in as many natural cbmmunity environments as possible. -

(;ﬂp reader interested in. one 'version of what is referred to as an
tructional program for severely handicapped students is referred

o Williams, Brown and Certo, 1975 ) -

>

%

/ ' Discussion s

If this curriculum deveIOpment strategy is 1mplemented, it
will become apparent that the closer severely handicapped students
come to the .end of their s¢hool experience, the less time they
should spend ©on school ground and the more time they should spend
in the variety of nonscheol environments in which they will func-
. tion ypon completion. éf school. Por example, while younger severely
*, handicappéd students might secure basic skills from a “Home Economics"
“room in a school, this same. simulation strategy for many adolescent
and young adultaseverely handicapped students will be. inappropriate.
“Attémpts should be made instead to provide direct instruction in
real homes, in real group homes, »r other real domestic settings.
AdditionallyY, while some part of a student's vocational training ex-
perience might consist of performing simulated tasks in a simulated
public schodllworkshop, the older he student becomes. the greater
is the need té“provide direct vocational instruction in the natural
" vocational environments in which the student might function; e.g.,
real dighwashing settlngs, real maintenance enV1ronmentS: real .

workshop

Finally, the 1mplementat10n of thlS currlculum deveIOpment
strategy will require substantlal changes 1n educa*tional programs
serving. severely handlcappgd adolescents and young adults. Ob-
viously, traditional curricular content and service delivery models
will have to be scrutinized carefully and changed as the need for
teaching chronological age appropriate functional skills in uatural
environments is recognized. Yo o

kY

Lou Brown, Ph.D. oo | - o
Department of Special Education : Y g
‘Univeristy of Wisconsin-Madison' e

Madison, Wiscon31n 53706
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. THE LOWER FUNCTIONING _ \\\
SEVERELY HANDICAPPED INDIVIDUAL: '

—_—— L e M,

PROVIDING WORK SKILLS TRAINING 'DURING THE EDUCATIONAL YEARS : N\

Gretchen Stone ‘ R \\

‘ W . \\
One of the most timely issues parents, educators and reha-

bilitation personnel alike face when working with 'a severely

handicapped population is whether or not a student has "“voca-

tional potential"”. It might be more accurate to ask., "Will

the student £it into our established and traditional system of

resources for residential and w0rk Placement? If so, hqw,

where, and when?".

: Is there.a magic age for evaluatlng "vocationral potential®?
Which evaluators and what.evaluations are appropriate? -What
happens to. those studeénts who dc not have a place in the voca-
tional system? Whose responsibility is it to create an'alter-
native place? Parents are surely involved; but how far are . .
others obligated and willing to aid in this process? 'Educators,
education agencies and administrators; governmental departments
such as Lepartment of Human Resources, Department of Meptal
Health and Mental Retardation, Texas Relabilitation Commission,
Commission for the Blind, Housing.and Urban Development, Texas
Commission for the Deaf; and.private rehabilitation and’ educa-
tional facilities all have a responsibility That responsibility
includes the willingness tc listen to understand the needg 27d
problems, and to be willing to break through the protective barrier
Called eligibility -criteria. .

. _,FOr,the deaf-blind population at least, sincere at =wpts |
have been made on a state and national level t~ draw tog. aer
various agencies and professicials to discuss the problem of
future placement. The results are discouraging: rehabilitation
agencies have a ppor understanding of the level of functioning -
of some of the more disabled students. ~ In some cases, parents
and educators have bBeen misled "irnto thinking that rehabilithtion
agencies will serve their children in the future, ‘when ih fact,

- they will not. These agencies at present have neigher the resources -
nor the expertise to provide vocational services for the signi-
ficantly lower functioning severely handicapped individual, The-

- following suggestions are made for both educators. and rehabili-. .
tation agency personnel:h1w0rk1ng with the more severely -handi-
capped 1nd1v1duals

l. wWork activities sheuld involve work materials.
- Bead stringing and stacking rings are fine class-
- room activities, but they are-also used for play.
Stringing ID cards ontc pPackaging $trips and
'placding large washers on a jig,could be alter-
native activities utilizing similar skills.

2. Activities.should be short. (ihitially one minute
or less). The length of activities may increase

Ll
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to five qinutes or perhaps longer; however, three
. S=minute gctivities are more effective than one
15-minute \activity. As programming. continues and
. the child''s tolevance increases, the number and
duration of activities can be increased.

3,"Although_wo¥k materials should be authentic, they °
can also be 'selected to appeal ‘to the individual
interests of ithe child. Some children enjoy shiny-

. metal objects, some the feel of .smooth wood; some
like to mash or manipulate. :"ile othr 3 prefer
materials wilh bright colors for visual effects.
Matcrials should be inherently interestirg to the
child, \ ; C e

. Voo L. .
4, Work\acfivi;iea‘ghould occur in spe¢ial designated
places at ragular times. The child should ‘anti-
. cipate the work environment and the instructor
“\ should éxpect good, work behaviors. ‘While in the
work environment, édded gimmickg such as work " - o
aprons and textured chairs may help. ~

#

"

include: a description of the task, number™of
" trials and dates>on whi~h they nrcur, instructional
vs. behav ~ral pr pts = eazi ! ~ial {physical,
. .gegtural, or verbal), and the number of errors and
'\ time for each. trial. . : .

\\\ 5. Accurate recordkeeping is a must, Records should

- 6" One-to-one instruction with the same person is . ,
\ optimal. ' ’
9. Teach skills by presenting activities in clusters.
' Tén activities using different materials to teach
the same 8kill will help prevent "training" that
does_hot gengralize. .

8. Activities should have a clearly definEd begianing. .
and-end§ ‘ ’ : : o Cae

9. The end ﬁ;eddct should not be the most important’
‘tongideration during the learning process., fGood .
,workgbehavior and_incxeaaed’invo;vement-in the R
activity are measures of success. o

10. «Rctivikieslsﬁquld be devéiopmeﬁtally qppropfiatap
. perceptually, ¢ognitively, and motorically., Iso-
lated work job ‘samples drawn from shelteréd work-
shops rarely proyide the finely-graded clusters of
agtivitieh-igeded\to teach 'a skill.
. I \ | |
11. Teachers and parents should trust themselves to be’
. \. | : \ i
. \ B _
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-.dent-and- teacher feel is not. because ‘a correctly

-

] . . - ! . .
creative and densitive to the needs of the child.
Dependencevon .struttured_ prevccataonal currlcula_'

1s often of limited use.

‘Start early .Vocational potent1a1 is deVelopmental,

just ag visual, auditory, and motor skills are

.developmental. If a child has at least palmar
grasp and can maintain (with support if necessary)

a posture stable enOugh to fixate his or her atten-
tion, 4 years old is not too young to begin training.
If an indiyidual is older and has these ab111t1es,
training should still be prOV1ded.

L

'Paperwork shiould be a help rather than a hinderance.
“Evaluations and individual educational plans should
he an ongoing process. They should help determine

where the child is now, and what comes next in his
or her learning process. ‘

Work skillu aré the result of cogn1t1Ve—perCeptual
motor ' functions. ‘During the learning process, tasks

(work jobs) are not viewed as measural-le end pro-

ducts as much as vehicles for providing developmental
experiences. " When a child in a classroom stacks rings
correctly, the joy and sense of achlevement the stu-

[N

stacked pile of rings 1is present, but rather because
the child demonstrated that he or she had acquired
the size discrimination and motor and spatial abili~
ties underlying the task..

Work skills that low functioning atudents can learn are:

1'

Becoming physically and soc1a11y oriented to a work
environment and internalizing a routine W1thin that

env1ronment . } .-

...=—__.,..=-

Sustaining work effort by demonstrating a consistent.
degree of speed/response rate and accuracy, atten-
tativeneas, and independence.

Demonsﬁiating ‘an understandlng of task start and

.completion_and following sequences in a work acti-
ity (usually taught by manlpulatlon)

More advanced grasp and prehens;on patterns; .

'Fine motor planning and the desire to manapulate

objects.. , , _ , .

-

,Matchingibytsingle attributes. . v

—



7. Positioning objects in space and basic directional
discriminations (top from bosttom, etc.).

8. Followlng”aifébtlons ‘and “communicating-needs -in a.
workshop setting {including communicating t01let1ng
, needs, following natural gestures, following pPointing
gestures).

There is a future for the lower functioning severely handi-~
capped population, but not necessarily through traditional edu-
cational or rehabilitation services. Eventual placement may
include private or Department of Mental Health and Mental
Retardation spénsored day activity or work activity centers or’
residential farms, even though these -are very scarce at this
time.

"It is the right of every severely handicapped-.child to
have an appropriate pPlace in which to live and occupy his or
her time as an adult. It is also his or her right to be
prepared for an opportunity that really does .eXist; an oppor-
tunity that, at the very least, enables him or her to maintain.

" the skills acqguired during the educatiocnal years--regardless
of how limited those skills may be.

~ Gretchen Stone, OTR, M.Ed:
" ‘4310 Avenue H . '
_ Austin, Texas 78751
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. CAﬁEER DEVELOSMENT NEEDS.OF STUDENTS
' - : WHO ARE MULTI- HANDICAPPED

F:ark Simpscn,” .

¥ \ ) ' '
' In program planning tc mee e cureer development needs of
students who_are multihandicap ed, the professional staff and
student’s family need to consider the many roles and positions
» that the student will occupy duking his/her lifetime. Some'stu-
. dents may .eventually be involved iy a paid work experience, while
" others may not. This will depend not only onthe 'student’s per-
sonal assets; but also on the availability of sheltered work ex-
periences, transporation servicee,vprctective 1iVing envirgnments,
supportiye social and peycholcgical servicee, and appropriate

recreaticnal cpticns

, Rather than Viewing the prevccaticnal needs of the scudents

*'with whom we work, we need to consider all career. development

. needs. The word prevocational implias that|a vocation with ‘pay

- will follow. This can_be misleading.- Vocations, like careers,
[

can vary,

H
- ¥

Brolin (1%79) emphasizes the need £o recog¢nizZe the many roles

that constitute one's total career pattern ~- cccupaticnal,
social, leisure, and. interperscnal If a student's cccupaticnal
options are limited dlie to multiple disabilities and the environ-
mental constraints, theh ‘Programs to enhance the quality of leigure
time experiences, family involvement, and social interaction be~-

[ come” even more important.’

/ . ) T

’ ~ Teachers and parents should not bzcome discouraged when .thé _

outlook for highly paid employment for the student appears remote.

! Remember the goal is to prepare each #tudent to maximize his/her ..
potential and achieve the most meaningful existence possible
IEmplcyment is but one aspect of the future.

L
[ ]

Rosen, Clark and Kivitz indicate that the mcst serious defi-:
~ait. of the menta retarded is their social inadequacy. Daficits:
related to socia inadequacy are more limiting than their educa-

' tional and vocational limitations. Witndit some degree of sccial -
' _competency, other -long-term habilitaticn gcale cannot:- be achieved.

Com

;fu/m ﬁhen degi ning career develcpment prcgrams, emphasis muet be
placed on infusing activities to improve social competency. *'This )

-~ .-does not-always~happen when—staff- initiate a prevocational-program—--
for students who have multi-disabilities, especially'those who :
are labelled low-functioning. -Conditioning students to complete
simple to complex assemblies in a simulated work environment is but
one aspect of a career development program. With most students,
this is the easiest aspect of the program plan. Marc Gold has _
demonstrated that by using a sSystematic task analysis approach .-
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{"Try Another Way") severely handicapped persons can master com-
, Plex tasks. Gold also emphasizes that \vocational skill acquisi-
tion is but one aspect of a total habilitation process.
o .

"As we design a series of simulatedxwork experiences, a
parallel hierarchy of social experiences must be included. while
we are "building in" (or conditioning) a series of assembly,
sorting, and packaging skills using work samples, we can be
developing a repetoire of appropriate social responses.

To use work-related jargon, social competency often means
"work habits", and conditioned hand (motor) patterns approximate
"work skills". Special em4uncators and parents frequently focus on
the development of social competence in a variety of activities
around the school and home. / Prevocational and career development
‘activities are other tools aimed at accomplishing the same.goal.

Social habilitation programs must simulate as closely as pos-
sible the environment in which the student will eventually live
(Rosen, 1977). Likewise, career development activities should
simulate as much as possible the likely future occupational options.
Using this approach, the teacher may consider developing as many
activities as possible that simulat~ the "world of work". All of
this depends on the unique needs and abilities of each student.

At the New York Institute for the Education of the Blind, as
well as other facilities, students who are multihandicapped respond
positively to-a structured environment that simulates a sheltered ..
workshop or work activities center. This prepared environment '
provides a sense of security and a comfortable structure. Success
experiences are more frequent for many students in this eavironment
than those i other stressful "educational" activities.. If the en-
vironment is not threatening, the student has more emotional enhergy
to focus.on the structured interpersonal interactions with staff
and peers provided in this setting. .

Bach student will be capable of tolerating the stress of work
pressure at his/her own rate. "Stress" activities can be pregrammed
for by using a task analysis approach. Types of "stress" activities
to plan for in this prepared environment might be (1} change in
work station; (2) change in-work activity; (3) change in waiting
time; or (4) change in instructor. In most cases, it is" recommended
to introduce only one "stress" at a time.

The types of activities-included in a simulated work environ-
" ment should vary depending on student needs and potential future
occupational options available in the local community. Likewise,
activities that relate to future housing options, transportation
options, and recreation options must be developed parallel to
‘activities related to future occupational options.

when planning a simulated work environment, remember the im-
portance of including activities to develop work habits. The:
; .
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simulated work environment should be separate from the general
classroom, preferably in a different building. This provides a
natural, appropriate experience in mobility. The students will
need to prepare to get their coats, hats, or boots depending on
the weather. If they are not yet capable of independently moving
to' the work environment, they can learn to travel with a sighted
guide. Of course this takes a lot of time, but remember the pro-
gram is designed to develop the student's potentlal not for the
convenlence of the staff.

Once the students arrive at the work env1ronment and remcve
their coats, they should "punch-in". Punching-in may vary; if an
actual time clock is available, use it. If net, a sign-in sheet
is also a possibility. For students who are more severely disabled,
putthg on a work poncho or work necklace can symbolize "punching-
in" It is really a signal to the students that they are moving
1nto the work environment. This signal is. a physical cue to assist
the gtudents into a shift or change.

Next, the students should pick up a tcken container and move
to their work stations., Initially, the gocal is to have the students
pick up any container (jar, small box, small purse, etc.). Later,
they can be taught to discriminate their own c0nta1ner from the
other contalners.

. .‘The work .station can.be an jndividual table or a specific
seat at a large table. This can initially be a matching activity;
the students are given a completed work assembly (i.e., bicycle
brake, flashlight, nut and bolt, ete.) and instructed to locate
the same at a work station. Later, as the students learn (in-
ternalize) the location of their own work station, this be'umes
an autonatic response.

Once the students are at the work station, the type of activity
presented and the teaching methodolcgy will vary greatly. The
sequence '0f activities will depend on . e creativity of the staff,
Usually, a teachlnq nhase for each activity is ‘needed. The gocal
in the simulated work.environment should not be just to develop
production speed and accuracy. It i's a natural environment for
the develoRment of work- related language and courting skills.

This settlng can foster 'social interaction through stxruc-

- tureu group! work projects. Children go through parallel play prlor
to COOPEratl’e play. In:a simulated work environment, opportunities
for "parallel work" prior to "cooperative (group) work" should be
provided. A'student may initially work’ cooperatively with a staff
member. Foryexample, the staff member can complete the 1n1t1a1
four steps of an assembly with the student ‘completing the final
step five. (This is really backward chaining.) Later, two students
can "work" together on this type of process.

Built into theéeAECtivities can be the need to contact a staff )
person for more materials. Give only a few pieces for each assembly M~
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and teach the students to raise their hand to indicate a need for
more materials. This is only one of many work habits tnat can be
patterned into a "work routine". This type setting is excellent
for teaching students to make concrete choices. Efforts should
be exerted to develop as much independence as is possible for
each student in this work environment,

A token'system can be readily used in a simulated work en-
vironment. 'Use of such a system needs to be caught {or condi-

— _tioned). -Asi each work activity is completed the students are
‘given a token for their token container. They will later begin
to attach meaning to this signal when they exchange the token for
a reward (maybe food or a special toy).. The amount of delay in
gratification will depend on each student.

When the students finish their activities, they should "punch
out" at the time clock, and remove their work poncho. This is the
signal for a shift. Now the opportunity again exists to practice
travelling back to the classroom or dormitory.

Evaluation instruments are usually developed by each prodgram,
PDeveloping the instrument (which is usually a check list) is a
good learning experience for the staff and parents. It is impor-
tant to review evaluation instruments used by rehabilitation
centers and sheltered workshops in the local community. Be sure
you are evaluating similar work habits (social competencies) and
work skills. Three evaluation instruments that may prove helpful
in gett;ng started are the following:

1. “An Educatioh~Training Guide to Pre~Vocational Skills
for Deaf~Blind Persons", T. Lockett, ed.. Midwest
Regional Center for Servives to Deaf-Blind Children,
P 0. Box 30008, Lansing, Michigan 48909.

2. VOlume II1I, vocational Skills Evaluation, Massachu-..
setts Center For Program DeveloPment and Evaluation.

*,
N,

3. "P.A.C.G. Inventory", Mithaug, Mar, and Stewart |
 * {1978), Published by: Exceptional Education, P. O,
Box 15308, Seattle, wWashington 98115.\

N,

Several factors often determine the type of vareer development
“program you can realistlcally provide. The first consideration
mugt be each student's needs. Other important fadtors are (1)
number of students to be served; (2) availability of staff; (3) .
homogeneity of the student group; (4) family involvement; (5) sup-
port services available (i.e., mobility instruction, occupational
therapy, physical therapy, rehabilitation counseling, etc. ); (6)
availability of space; and (7) availablllty of funds.

Use families, studerts, available support service personnel
and community-based rehabllitation personnel in program planning

-
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and implementation. A team approach produces the best program.
When family and community personnel are given an opportunl kY to
provide input, their committment to support the program is
greater. During the development phase a prime opportunity exists
to begin making community contacts that become even more vital

as the -students approach adulthood.

The family and community-based personnel should be involved
in program planning for all aspects of career development. If
an independent living experience area is being plannad, invol se -
personnel from local group homes. Use the rechabilitation teachers
and mobility instructors from the local Office of Vocational
Rehabilitation, Have as many of these personnel as possible
attend student staffings and conferences. By initiating these
contacts, close working relationships can develop.

';g%

You can begin to determine the types of habilitation services
these agencies and personnel may provide for the adult who has
miltiple disabilities. Contact a variety of agencies. Although
some agencies maintain separation by disability, the trend is *o
organize around commonly shared service needs.

Heightened staff, family, and community awareness of the
needs- of persons who will require a lifetime network of support
services is important. We need to explore cur attitudes. Are

‘we willing to take on new roles as a_part or our career? We should
be aware of strategles needed to “develop this network of services.
It 'is time consuming but critical, if many of our students are to
make the shift from appropriate educational programs to approprl-
ate adult service programs.
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A PRE-VOCATIONAL RESOURCE ROOM:
A PROGRAM MODEL FOR SEVERELY HANDICAPPED STUDENTS

Betsy McGinnity

Prevocational training for the severely handicapped is a
difficult topic to, address in a definitive manner. Therefore, .
this .paper will address that topic by describing one program
model, the Prevocational Resource Room at the Charles V. Hogan
Regional Center, which is a state residential facility for the
mentally retarded in Hathorne, Massachusgetts. In keeping with

"'state and federal mandates, deinstitutionalization is_a primary. __ _
goal for the facility; over the past five Years many clients
have moved into the community. ~The majority of students who
remain in the institution are muliiply handicapped.. Thirty=~
seven of these students are currently participating in the pre-
vocational resourcé room program which opened in September 1978,

While all Of the studente involved in the program can be
considered severely handicapped, they do not fit neatly at any,
one functional level. Their multiple handicapping conditions
include mental retardation, deafness, and/or blindness, seizure
disorders, emotional disturbance, behavior disorders, and various
physical and medical problems. The primary.issue that unites '
these students is their common need for long term appropriate
services .

~~~——MKppropriaté -services" can be - defined as some type of com-
munity residence, i.e., modified group home or supervised apart-
ment, a day program, i.e., sheltered workshop, work activity"
center, day activity .center, and structured supervised leisure
time programs. ' It is acknowledged that these students will
always require a.great deal of supervision, will need the finan~
cial =ugport of supplemental security income (SSI) and medicaid,
and une leval of therapeutic and medical support. ’

The indilvidual goals and objectives developed for these stu-
dents are all geared toward these projections. Their broad edu-
cation programs are designed to develop the student's skills in
a variety of nesd areas: Activities of Daily Living, Fine/Groas
Motor, Communication, Emotional Stability, Leisure Time, etc.
Prevocational training’ is one component of a total program de-

.8igned to enhance. their potential for:successful placement in
long term, community residential and vocational settings.

The resource room is intended to oﬁfer what geems tQ be a
critical transition from classroom to day/work actiVity center.
The room design, accessibility of materials, noise level and
general degree of distractors simulates an activity center envi-
ronment. Students come routinely to the program with their classes
and regular teaching staff. C(lassroom teaching techniques, be=-
havior management programs, and reinforcement systems are imple-
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mented within this prdgram. The fundamental goal for each stu-

- dent is to have the opportunity to utilize and generalize class-

room skills and behaviors in an environment which is markedly
different from the c¢lassroom. :

The average.staff: student ratio is 1:2. Classroom pro-
grams average 56 students. OGften 2 to 3 tlasses share the
resource room Simultaneously so that potentially 15-18 students
with accompanying staff will be in the room at one time.

Withh respect to a time frame, the students spend from 15
minutes to 2 hours a day in the prevocational resource room. BY
design, a student enters the program as soon as readiness per-

\manipulative difficulty and work plan are varied to maxi

'ﬁﬁfﬁ“ﬁhﬁ“g:adually_increases-the*amount“of“timemigmghg_p;pg;am'

80 that he/she would 'be spending I-2 days in this program before

transferring into a day/work activity center.

There are no specific entry criteria for this program. All
of .our students evidence some level of finé/gross motor ability,
i.e., grasp and relfase With minimal assistance, attending skills,
head control with/without adaptive equipment. Other factors and
variables are di§ficult to categorige specifically but basically
our students have developed beyond a level one would expect to

find in a basic sensory stimulation program. ‘' :

While in the prevocational resource room prOgram‘tHé.students_

are variously introduced to and/or engaged -in a number of work .

‘activities. Briefly, any activity designed to teach a basic skill

through age appropriate materials can be considered prevocational
training. A wide variety of trays, boxes, containers anﬁ miscel-
laneous content items are utilized to teach grasp, release, put’
in and take out skills, Size, weight of materials, leve& of
1ze the
efitial to generalize these basic skills. Specifical in

metdl bultons in a plastic tube, tubes of toothpaste in

' boxes,
cards in a library file, or crayons into a plastic bag. '

., working on a "put in" and "fill up" activity, they,may.7e.putting'?

Students also work on opening and closing skills. ]Materials
employed for this skill include covered boxes, taped .cartons,
.envelopes, jars, sealed plastic bags and-itemS"with capb.

Turning is another fundamental skill neceséary fol.many work

I

activities. Varidus sizes of stabilized nuts'and bolts, and jars

_.._.and_tops, are utilized to work on this skill.

Practice items and work trays have been developed targeting
each of these basic skills. In addition to the basic fine motor
skill, attending behaviors.and work flow continuance are crucial
elements of these activities. It should be noted that initially
antithetical skills like pu+ in/take out are taught in isolation
and with differeni materials thereby lessening ‘the work flow.
confusion. ! ' o

4 ' ’ - .
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Simple assemblies are the first step toward integrating
basic skills. By setting up three boxXes,-one .with caps,.one e
with bases, and the third for the assembled product, a basic ,
"put on" skill bectmes a simple assembly. Sorting ekills and
bilateral coordination are vital elements in this assembly.
Assemblies can include syringe covers and bases, film caps and
bases, erasers on penc;ls, ball point pens,. flashlights, and
slllcocks. Use of elementary hand tools can be included for
students with a thher level of skill soPhistlcatlon

' Stuffing envelopes, folding. paper and other items, col-
lating, and the use of office type instruments gsuch as staplers
and paper clips, are work functions included.in the prevocational

~ ‘resource room. Items such as clamps, clothespins, cardbpard jigs,
““@tapehsand=styrefe&m—are uged as-necessary to adapt work activi-
ties according to the physical demands of our students

Packagihg is a central work actlon for our program. The
final produst distinguishes this activity from a simple "put in”
task. The necessity of producing a defined product such as 4
items in a sealed bag lends & structure to a total work activity
and 'forces integration of many basic skills. To this end we
.produce packages for a local .recycle center. These items, a
button package; a crayon .package and an attribute set are then
distributed to preschool teachers. ' We receive all necessary S
materials from the recycle center and the packaged products are .
returned to the center for distribution. We also produce pack-
ages for a special needs program in a Boston public school.

This particular program has & token economy system, we generate
products for their store. ,

We, also received funds from a community eerv;ce ‘club to’ buy '
\coemetic-type items like toothbrushes, soap, and 'combs which were
. agsembled and packaged in gift boxes and distributed to residents

of area group homes at the holiday season. This project created
six weeks of solid, viable work activity and encompassed a wide
variety of work skills: assembling boxes, wrapping items in.
tissue,sortlngand uollectlng items, and filling and sealing

. boxes. . . o

. By simulating subcontract experiences w2 have 'been able to
identify a number of.work skills which were not previously addressed
in our-basic gkills area. Often by giving the student the oppor-
tunity to work at an involved. work activity we can assess his/her
skills and deficitg more efficiently than with any existing assess-
ment scale. In add’:ion, the simulated subcontract provides on-
going activity and job variation. = . i

In summary, the prevocational resource room program was
developed specifically to accommodate the unique needs of the
severely handicapped and to ease the transition from the tradi-
tional classroom setting to the activity center envirenment




Prevocational training is deemed an essential component of 'a )
‘total program designed to prepare our severely handicapped stu-
dents to function as self-sufficiently as possible within the

leas* restrictive living and working environments available
to' them. - .
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PUBLIC SCHOOL SPONSORED COMMUNITY BASED WORK
b TRAINING PROGRAMS FOR DEAF-BLIND ADOLESCENTS

’ : ¥ Dennis R. Dildy

Introduction

-

In 1973, Congress mandated the investigation of independent
living needs for severely disabled persons through the Rehabili-
tation Service Administration. The authofity for this activity
is contained in Section 130 of the Rehabllltatlon Act of 1973
(P.L. 93- llZ) ' .

The rehabilitatiorn program authorized by Congress and ad-
ministered ‘through a variety of service providing agencies, in-
clud.ing thé public school system, has provided many needed ser-
vices t0 the disabled in the United States. However, many se-
verely disabled persons of .school age, approaching adulthood,
have failed to receive the type of service which would enable
"them to live more independently as well as. to be fully employed,
be it in a sheltered workshop or in competitive industry and
business. ‘Deaf-blind adolescents are a~prime example of-such -
severely handicapped persons. v

RN~ PP,

' In an attempt to develop as much as feasible the employability
and independent living skills of déaf-blind adolescents in the
public schools, Region XX Education Service ‘Center in San Antonio,
Texas, applied’ for and received an ESEA Title VI-C model grant for
-providing community based work training and 1ndependent living .
training to an identified number of adoleSCents in need of transi-
—-tional tralnlng _ _ e e — e

Based upOn minimum entranCe criteria’ {see appendix) to dis-
tinguish students who would best benefit and be work-ready within
the develeoped intent of the community based program, 12 of an
original 20 students in the Region XX area were selected for - a
variety -of program OpthnS.

The program content consisted of the following services:

1, Screen all age appropriate deaf-blind adoleSCents to”
determine eligibility based upon the 15 required eii-
trance. crbterla, including assisting local school dis-
‘tricts in registering the students as deaf-blind with
the Texas- Education Agency.

2. Assist established s¢hool district deaf-blind prevoca-

tional programs by conducting work sample evaluaticn

of students on campus.

[
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3. Place appropriate deaf-blind adolescents off-campus-
into sheltéred workshops based on work evaluations.

. 4. Conduct weekends of away-from-home group living
situations tc enhance independent living skills.

5. Conduct parent workshops for families of deaf-blind
adolescents, with programming aimed to meet their
needs. '

6. Coordinate training of deaf-blind adolescents off-:- :
campus in sheltered workshops. \ 1
7. Traln ;tudents"to use the city-wide bus transpor-
tation system.

8. Place- students_in long term job training Sltuatlons,
both sheltered settings and, when possible, in the
private employment setting.

9. Give feedback to public schools on strengths and
needs of their students.

In summary, the proposed prngram approach is as follows:

The prevocational trainer will assess work skills of en-
-rolled students both on and off campus and initiate, coor-
dinate, and provide work training through a variety of
systems and community based. agencies. Local school staff
will receiye appropriate staff development for improving
prevocational services to deaf-blind adolescents. SiX
parent meetings for parents of prevocational age students
will be conducted to assist parents in terms of affective ,
development, and to seek realistic expectations on thelr pJ
part Wlth regard to their children. ‘
{

h 2

Perspective éﬁ Program Blas ...

Dr. Lou:Brown, from the University of WlSCOnsln (MadlsOn
Campus) and who is connected with educational programmlng for
severely handicapped adolescents ‘in the Madilson Public School
District, was a key phllOSOphlcal and experlenced adV1SOr to the
pr01ect staff : :

The position papers of Dr. Brown (Brown et al., 1976, 1977,
1976, Gilhool and Stutman, in press, and Wllllams, Brown and
Certo, 1975.) served as a summary of the bias of this . particular
program in approaching the training of deaf blind adolescents for
1ndependence and’ employment. . : -

- 7
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, . Number one bias is to pursue as normal a work training
situation and as full an independent living situwation as pos-
sible, based upon the individual needs of the students zerved.

Number two hias is that one cannot assume whatever previous
training has been done in the public school situation will neces-:
sarily transfer to the "outside" situation.

‘Number three bias that many parents and professionals are
either ill-trained or over-protective and do not allow full in-
dependénce seeklng on the part of the severely handicapped
student. ) ;- . -

-
-

Number four bias is that therg are few community resources
being used for facilitation of independent living on a coordi-
nated basis. - [

: _ Number five bias is that mcst schools continue to serve

- severely handicapped. students in self-contained settings until
they are past school age. Then %they sit at home doing nothing,
or the) eventually become 1nst1tut10nallzed.

This program was set up to truly seek employability and in-
" dependence for those previously unllkely to receive such oppor-
tunities.

4

Identification of Program Resources

LS

The following agencies were willing to cooperate in this
project's "'stated efforts:ﬁ
- " LY

l. Independent School Districts .
"2, Texas Commission for the Blind -
3. Mental Health-Mental Retadrdation Workshops

4. Goodwill Industries ]

2 5, Easter Seal Society : .
6. - Texas Department of Human Resources /
7. VIA-Handilift Transportation System
8. Texas Rehabilitation Commission -

9., Texas Commission for the Deaf -~
*10. Regional Day Schools for the Deaf /-
-11. Private Industries _ . '
1Z. Consumer Groups - . [
a. Insight (blind) ;
b. Texas Council for the Deaf
- ¢, Society for Retarded Persons
d. CoalitiOn of Texans with Disabilitigs

An informal adv1sory board consisting of parents, profeSSLOnals,
and adult dlsabled persons representing the delaf, bllgd and deaf-

"
v

o
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blind, gave input as to the appropriateness and goal d:rectlon of
the program.

- Parent meetings were get up wiiéh the initial meeting centered
around handicapped adult consumers discussing what was helpful or
not so helpful to them in growing up from adolescence into adult-
hood, especially related to their parent's role in their development.

Later the parents choose the remaining parent topics:

1. Communication Sklll DeveIOpment Via Total Communication -
2. Sex Fducation

3. Independeat Living Training

4. Werk Employment .

5." What ihe Tuture Holds _ s

s

Work Evaluation

An additional bias of this prograim was that psychological
assessments are not, enough nor de they even suggest, truly valu-
able data as to the employment potential of a client. All pro-
spective clients in this proj=:'t have been receiving work sample
assessments prior Lo further “v.2lopment of their indiyidual
educational plan in the community based work training program.
Data from the work sample assessment was analyzed and given kack
to the home school program along with. the work sample assessment
reports and i suggested 1ndlv1dual.educatlondl plan bhased upon
such data. For those students whom the schools and parents felt
were ready for part time and/ox full-time work training, place-
ments were and are being arranged in sheltered workshops and/or
- competitive employment,

I

A Media Center Film IﬁspgctiQn Training
;’ EE - e ELEE - - i e mee o Y A e e e e L — P ot e e et am o

g

The most successful work placement; gven fcr students who
received "low ratings’ in the work 2valuation assessment, has been
found in the Education Service Center's media department whére
training as a fllm inspector tock place.

- " This particular jOh involves the operation by the tLalnee of
a $13,000 automated machlne for lnSpPCthn; cleaning and repalr;ng
of l&mm fllms.

&

The operation involves up to 36 sub-tasks in order to_complete
the inspection and repair of each film.  In working at a compe-
titive rate, the film inspector handles $500 of film material
every four minutes. The tremendous success rate of the severely
handicapped students on this particular task has led the project-
staff ro firmly believe that students given high prestige work
tasks can produce. far beyond previous expectations because ‘their -

ag
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self-concept” is improved through the pre€sentation of such oppor-
tunities.

Independent Living

1

Besides program suggestions made to the student's public -
school teachers for increasing the daily living skills essential
to employment acceptance, .three weekends of live-away experiences
have been conducted for six of the students most likely to be
able to seek independent living in the next few years.

The first two live-away eXperiences were done in hotel '
gsituations allowing the opportunity for further social skill
development, restaurant ordering skills, leisure time activity .
planning, and a general raising of self-esteem due to the nature
of the prestigious living situation. ' The last living eXperiercCe
is to be a camp retreat situation emphasizing food preparation
and additional skill training needed for independent apartment
living. This will be done. in conjunction with parents in order:
that they may better see what their young adult is actually able
to do. The goal of the program staff is to have each student
make all of their own major decisions. :

Tentative Conclusions
\ .

1. Eight students have received work evaluations, four more
- are scheduled. - ;
a. The best wérk evaluations were found through only
one of the many service provider agehcies: _the
agency which used total communicatioh with all
clients and was fully sanctioned for'conducting
‘ . work evaluations for hearing impaired population
’ by Texas Rehabiljtation Commission.

'b. Some service provider agencies provide only token
service and demoralize or under-estimate the poten-
* tial of some of their clients.

, ¢. Work levaluations themselves, even with other records,

. . do not necessarily demonstrate the actual potential
of a client. Only actual job placement which has,
been appropriately determined shows what can be done
by a given Client, -

d. Competitive job placements are much to be desired
over sheltered job placements whenever feasiblé.

-

-
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e, 'Many students need basic 'survival skill training
. 'to aid their acceptability 1g,employment instead
of pre-academic of pseudo- academlc school tralnlng.
.2' SJx :students have recelved away-from—home tralqlng experl—
ences. ;
- . flf
a. .Work skill training and jcb placement alone is
not adequate. Independent living and perﬁonallty
: ‘deveIOpment ‘must be coupled with work training if
,the job placement is to be successful.
b. 'The more one can do for oneself, the hlgher one's
'self-concept, due Fo an increase 1n self-esteem.
|
c. Parents and partlgularly teachers llmnt deaf-blind
youth in major detlslon making, causing an increase
1n dependence on those around them f -

dz"PUbllC schools ‘i stltutlonallze as much as state
' schools. All students need a transfer to .indepen-
dent living prigr to reachlng the age llmlt for
]rece1v1ng school services. P

2

3. Parent Support. f‘

j _ _

a, .The-"Camelot Béhav1oral Scale", which is normed
on the adult rctarded population, ﬁs one of the’
|best tools for measurlng teacher and parent input

| about the student's present functlonlng in' all

. 8kill areas. here is some discrepancy between

‘how the parentland the teacher vﬁew the student's

‘abilities. This seems to indicate a lack of

'school-parent communication. The parent does not

‘know what the student can do in 'school, and the

y zschool personnell do not realize what the student
.can do around the home. -
b. 1Reglon—w1de parent meetings are dlfflcult to hold
' when all participating parentsfare from different
’ school drstrlctsa\ .
\. - .

C. Most parents -and te€achers are not effectively using
total communlcatlom to advance the _language deveIOp—
ment of their child/student due to the fact that
nmost parents and teachers are' not adequately
equipped to use total communication themselves.

Both parents and teathers are well 1ntended but
need more intensive ﬂralnlng in order to increase
tnelr knowledge and uSe of total communication.

|
i |
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There are a number of reasons-why many parents
may not allow tneir disaklsd adolescents to |
live independently: - -

. overprotection ’

. adequate family housing available

. unaware of available and/or-limited accep-
.. table- alternqplves :

e. Those parents who do desire such services pre-
sently have few optlons available 1n the San
Antonio area: .

a . additional resources and fundlng need
to be identified
, additional training for transfer to an
independent living situation is needed

Summary

=

The project for Deaf- Bllnd Communlty Based wWork Training
was not only greatly needed, but at this time (2/3 through year
.one), has met its stated: goals. It is ant1c1pated that three
of the 12 present participants-will be working independently

by the end of the 1979 summer. It is foreseen that one student
will be living independently away from home by May of 1979. It
is further ant1c1pated that two or three additional students
will be engaged in full-time work training this- summer. The
remaining seven participating students will receive part-time
work training .for this next year in conjunction with their requ-
lar school program. Continued support to their prevocatlonal
school program will be based upon the needs determlned in thelr
~individual work training assessment. . :

. Major efforts to encourage private employers to accept at
.least work training if not actual hiring of these students must
be continued. _This mlght best be done by providing a work

- training.for three to five students at a time. Alternatives for
1ndependent living arrangements, such as’ the Texas Rehabilitation
Commission's Extended Rehabilitation Serviges and programs in-
volving apartment -complex living are hlghly desired. Training in .
transition from school to adult life is not only needed, but.vital,
if 16~20 years of special education services are not to be wasted.
The program effort doscrlbed above is one ,attempt to make that
transition as real and as’ feasible as- 90551b1e. The spin-off
possibilities for other severely handicapped adolescent indepen-
dent living and work trzining programs are numerous.

\
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Appendix-'
REGION XX MODEL PREVOCATIONAL COMMUNITY BASED
. WORK TRAINING PROGRAM

Minimum Entrance Criteria

Students must meet twelve of the fifteen entrance crlterla, in=
cluding items 1, 13, 14, and 15. :

¥

1. Eligibility: The students must be'determined eligible for
Special Education as deaf-blind by ‘their admission, réview,
and dlsmlssal commlttee, and must be 14~21 years of age.

2. Language. Expr9531ve. Students wﬂll be able to express
the basic human needs of hunger, thirst, elimination and
avoidance of pain using speech, total communication, bkody
gestures, or finger spelling to adults in such a manner that
their needs are correctly identified 80% of the time, as
judged by the teacher(s). :

Receptive: The students are able to comnrehend a three-step

instruction delivered in an appropriat .mmunication system
as evidenced by performance of the ess. E . motoric responses

'indicated by that instruction,asjudgeu ~_. the teacher(s).

3. Span of attending: After training the students can do an
appropriate (i.e., the gtudent has the. prerequisite skills)
'work task unassisted for 30 minutes without supervision, as '
‘judged by the teacher(s). :

4. Physical Stamina: The students are able to work a six hour™
day without showing 'gross loss in stamina or precipitating a
health problem, as judged by the teacher(s).

5. Initiative: The students can initiate an appropriate work
'task once learned with only ome remlnder, as judged by the-
teacher(s)

6. Mobility: The students can maneuver independently within a
several-room work environments without endangering themselves

or others, as judged by the teacher(s)

7. Adaptive Behavior: The students demonstrate adaptive behavior
by scoring at the 30th percentlze or above on the Camelot

Behavior Checklist. :

8. Toilet Habits: The students cag‘independently handle their
elimination needs without creating a health problem for them=
selves or others, as judged by the teacher(s). '

b
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: 9, porsonal Hygiene and Self-Care Habits: The students bathe
. and groom themselves as evidenced by being able to do at
" least four of the Camelot Behavioral Checklist “bathing

.and two of the “groominc" items

10, Directional Concepts The ' students know the concepts on~
oif, up-down, open-closed, left-right, front-back, as evi-
. denced by their correct response to a Simple command using
. the concept given in an appropriate cOmmunication system,

_11. Dressin The students will be able to drea and undress
L as eviaenced by being able to do at least five of the
ﬁ Camelot Behavigral Checklist dressing and undressing items.
12 Eatin The students will be able to self-feed as evidenced
. by. being able to do at least 10 of the Camelot BehaVioral
Checklist self-Help (Eating Behavior) items.

13, Transporation: - The students must be able to be traﬁsported
by any means on-time everyday to their community based work
environment

14, Role Cooperation: The students are willing to ccoperate as
‘evidenced by their remaining at their work station and at-
tempting to perform their assigned tasks the majority of the
day during the first few days of work training.

15, Adaptability to Change: The students can leave their present
ﬁiacementlto recelive training without decreasing their func-
tioning, as judged by the teacher(s).

' Exit Criteria
(Subject to change as we gain field experience}

T, Eligibiiity in Age: The gtudents must be a minimum age of
18 to be eligible for continued full time employment.

2. Language.

Exprassive:  The students will be able to express their name,
address, phone numﬁer, and communicate basic vocabulary.
regarding tools and concepts relevant to the job task by
using either oral, total communication, body gestures or
finger spelling in such a manner that the expressive message
is understandable to adults 95% of the time

Receptive: The students are able to perform with no errors
a four-step insturction in an appraopriate communication sys-
© tem after two demonstration trials.

3. Span of Attending: The students, after training, can do an
- appropriate work task for 90 minutes without supervision, as
judged by the teacher(s) .
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4, Physical Stamina: Thé students are able to work an 8-hour
- day for four successive weeks without showing gross loss in
stamina or precipitating a’health problem, as judged by the
teacher{s).

-

5. Inltlatlve. Given a schedule for the day the students ini-
tiate previously learned work tasks, with a reminder necessary
for less than half the transitions frOm task-to-task, au

. - judged by the teacher(s).

6. Mobility: The students can maneuver independently within a

: several-room environment including toileting, dining, and
transportation facilities without endangerlng themselves or
others, as judged by the teacher (s). e ,

7. _Adaptlve'Behav1br. The students demonstrate adaptive behav~-
ior as evidenced by sScoring at the 50th percentile or above
on the Camelot Behavior Checklist. : “

8. Toilet Habits: The students ~an independently handle their
elimination needs without creating a health or social problem
for themselves or others. :

5. Personal Hygiene and Self-Care Habits: The students bathe
and groom themselves as evidenced by being able to do at
least six of the Camelot Behavioral Checklist "bathing" and
four of - the "grooming” 1tems,m

10. Dlrectlonal Concepts: The sctudents show no confusion or con-
ceptual difficulties in carrying out all trained job tasks,
as judged by the instructor(s).

Il

11. Dressing: The students are able to appropfiatelydress—and——

" undress themselves with the required safety garments anag.
appliances for the specific job task, as a551gned ‘and judged-
by the 1nstructor(s) - :

12. Eating: The students will:be able to order and seif feed as
evidenced by being able to do all 15 of the Camelot Behav10ra1
Checklist Self-Help (Eating Behavior) 1tems. :

3 13. Transportation: ' The students must be able to get themselves
'by any means to their community based work environment on
time every day, as. reported by the teacher (s).

14, Role Cooperation: The students are willing to cooperate,
asS evidenced by the remaining at the work station and attempting
t0 perform the assigned tasks at least seven out of eight hours -
for four succe551ve weeks, as reported by the teacher(s).

15. Adaptablllty to Change: The students must be willing to change
work rules with a minumum of frustration, as demonstrated by
adaptlngqto a new work situation witlin a one week perlod
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HOW TO CONSULT WITH INSTRUCTIONAL STAFF
ﬁnn Ivey

Like apples of gold in settings of silver is a word
spoken in right circumstances. (Proverbs 75:11}

Picture yourself, as a consultant, standing in. the doorway
‘of the classroom. Your program is funded you have identified -
the students needing your servites, you've assessed them indi-
* vidually, written long and short term goals, and you have
thought of creative methods to 1mplement your goals. Den't go
.into -that classroom now to tell the teacher your ideas. You
have more work to do. You have to adapt where you are comlng
from to where your information 1S going. .

: The three areas you heed’ to look at now are the classroom,

the teacher's background, and the teacher's goals for the stu-
. - dents, Observe the number of students in the classroom, the

4. ~amount of furniture and other equipment, the types of activities
done ifi the room, and the types-of students., Does the teacher - . _._ ..
have personal or professional experience with ‘handicapped stu-

. dents? ' What are his or her plans and priorities for. educational
activities? Good consultation will ‘fit into the settlng, and
w1ll help the teacher work toward the education goals. ’

Next, let's look at our attitudes. Each of us has somethlng
to offer these students. Noneof us knows all we could about how -
to help them. And the more we know, the more aware we are of our
‘limitations. Two different attitudes here will déstroy a good .
program for the students. If we allow ourrselves to feel defen-
sive, this may come across as being competitive or overbearlng.

“  On the other hand, if we think that our programs are more impor-

- tant than the teécher s and other consultant’s programs, we are

wrong again. 'A lack of understanding of the importance of each
discipline in werking with these students will produce hostility.:
Who loses when we feel defensive and fail to share iceas with a
teacher which will benefit the students? Who loses when we make
i ~a teacher hostile and defensive so that he or she doesn't want
to try our suggestio*s?

: My goals as d’phySlcal ‘therapy consultant are for alil stu~
dents to be:-positioned and handled in the best way possible, in
class and at home; for each motor activxty in thelr #i'®ormal rou-
tine to enhance their abilities; and for them to receive the .
specific therapy activities necessary for their motor development.
Following are some examples of how 1've adapted activities ‘which
will woik toward these goals, to classroom settings.

Students are positloned and handled in the classroom all the
time. Ve can help the teacherv maxlmlze this time. For example,

Lo
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in our deaf-blind unit, I try to give each student four or five
therapeutic positions. When Mrs. Nelson prepares her daily
schedule for each of her students, she uses these position re-
commendations in the routine which she and her aides carry . .
through each day. Even when the students are not following her
regular program for some reason, they are positioned correctly,
‘and this enhances their physical development. Positioning

ideas may range from-having students sit on a small barrel, sit
backward in a chair, sit on a ball or on a one-legged stool; to
special seating such as standing tables or prone standers. ,
Handling suggestions include relaxation exercises before toilet
training. time, mouth relaxation before eating, and neck facili-
tation when mOV1ng with a child.

~ Students have many motor activities in their normal routines,

Physical education teachers appreciate ideas about game™, basic

. motor skill activities, new equipment, Or new uses of avallable
equipment. Many of these students are in physical education
classes - help their teachers make the time as valuable as pos-
sible. Students must move from room to room.. Beginniag walkers
may push a wagon or ride a scooter from the classroor ‘. the bus.
I puil my students on a scootor board to therapy.. One student
unlocks hér braces for—some of -her-walking,-and practices _using

- her wheelchair between other classes. I try to look at the stu- T

dent's normal routine, and enhance what is. already done.

Up until now, none of my suggestions have taken up blocks
of classroom time. They have been adapted to regular classroom
-activities. There are times whén staff and equipment are avail-
able for a teacher, aide or volunteer to spend individual time,
daily or weekly, doing therapy activities with a student. . When
we have -the opportunity to consult at this level, we need to give
the oserson who will ke working with the student an overview of
normal development, of what we want to see in the child, and of
what we want to avoid. We need to speak in understandable terms.
We need to give enough back »yund to help the teachar seée how
this program w111 develop 2+':iities which relate to educational
goals. : '

For example, one aide who provided an exercise program for
a student just beginning to walk with a waiker, would not com-
plete the developmental exercise activities each morning before
starting him on the walker. After I was asked to sit with her
and talk about how her own.children developed, and how these
~ simple activities helped the student as much as walking, she
consistently followed through correctly. She had been given an
understanding of why these beginning activities were valuable,
and could feel a sense of accomplishment about doing them. .

. Programs' we outline should be simple enough to be eﬁfectibe,
and yet provide enough variety to maintain interest. A choice
of several comparable activities helps break up monotonv. When
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" ree~evaluating and giving new ideas, -often times we do not-let
that teacher know how well the student has progressed. ~ The
people who work with 'these students daily deserve to feel per-
‘sonal accomplishment as the students progress! And since
progress is often in small increments, we need to point it
out .and tell them just how vgluable_it is!

. The families|of our students are their most important care
givers. They spend morée time with these childten than we ever
will. wWhen we taﬁe time to meet with families, we need to
adapt our suggéstions to their lifestyle. We need to let them .-
know that we respect what they already do before giving them
new ideas. And we|need to explain their children's physical
development in language meaningful to them. They deserve our
compliments for the special things they do for their children.
My favorite home program is a list of five or six positioning
ideas for T.V. watching. Aanother well-received suggestion is = 7
a- gshort list of reasonably priced Christmas gift ideas for

_motor activity equipment. Many times, the time .we spend with -
family members is our best investment toward a student's motor’

development.
Don't forget, "Without consultation, plans are frustrated,
‘but with many counselors they suqcegd,“_¢(Proverbs 15:22) =
[ 1} ’ ! I . /II I ‘
i -
/oo
— - /o
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ess Whlch w111 ;nprOVe his balance and

;”'T“Sample “Home - Program

.’
. Davld M. - home ac t Vied
' .strength. . . .

‘r

l. Have DaVld s;t dlfferent ways’ when he watches T.V.

~a. on a small ball
b. straddling a bolstear.
¢. on his knees 7

d.. backward in a chair ‘
£.--0N his stomach. w1th two plllows under his chest.

2, Scootérboard act1v1t1es are super'

3. Playing ball is good Have hlm throw, roll, and bounce it
to you. Use different sized balls. '

Call me if you havelquestlons.
V/( - -

Ann Ivey, L.P.T. o

503 Van Couver

?rl¢ngton, Texas 76012

-
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CONSULTATION FOR RELATED SERVICE PERSONNEL

Cynthia G. Jones

———
T
.

- "
. . ir / .
" With the advent of P.L. 94-142, the demand for the Related

. Sérvice Prc~“essional hasd increased markédly The .number of

identified stadents and/or educatlonal agenc1es requiring the

. spec1allz@d related servicé skills is on the rise. One of the

. a consultant, one must first haVe a clear understandlng of

primary dellvery Systems for Lelated services 1s through con-
sultation. - To understand one's role in the public school as

what - consultatlon is.
LN !

i
N |

g What is COnsultaﬂlon?

i
1

- ...a meeting to dlscuss, dec1de, or plan something (Webster s
chtlonary) :

1 . :
: .- d process involving .the glVlng and taking of helo in
1nterpersonal relatlonsnlps (Towie, a social worker) ‘

1 , .

| .the glving and taklng of help on a profess1onal problem
n a profes51ona1 relatlonshlp {Maddux, a. phys1c1an)

JI\ - helplng relationship, taking place in a work- cenﬂered

problem-solv1ng situation, through which the comsultant gives
hlb/her knowledge, sklll_and breadth of experience to the jend
thTt planning can be ‘done {Gilbert, & social worker) ‘ o

To further put consultation into a proper liéht one muet

,also understand what consultation is not. According to West

(1973) consultation is not supervision, admlnlstratlon, teachlng
or Lollaboratlon. Let us look briefly at what thé aboye four
skills include. Supervision - a way of helclnq a workerfgrow
aﬁd develop in his/her capacity to serve. " Supervision carrieg
it résponsibility for evaluation of performance. Admlnls—

; tratlon - an enabling process, but carrylng with it authorlty

as an inherent component. Teaching =“an organized process -

| dlreEted toward the development of knowledqe about and sk11l in

problem solvingh Collaboration - a process of direct act1v1ty

w1th\d1fferent professlons worklng together cooperatlvely.

J

In contrast with the processes stated above, consultation
emph;slzes solution of problems. It is true that enhancement of
sklll and knowledge may b2 an outgrowth of the congultation
expeqlence but it is not usually a prime objectmve. In .short,
according to Mial, the consultant contribution is to help the
cllent to "See better", ;to "consider alternatives", to "find and
use resources .and to make the most of "potential abllltv“.
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There are a few basiﬂ characterlstrice of coruultation that ehould
be kept in mind:

l. It is a two-way street. Both ollent and consultant

i are active partlcipante with responsibllltlee. ‘

2.. Consultation is temporary.

3, .Congultation is task oriented, not person oriented. .

42 Consultatlon is a "take it~or-leave-it" type
agreement. - Some authorities feel.the consultee is

, ethlcally bound to make every effort to use the out=-
come of /consultatiocn. This includes the nced to

. modify and integrate it'into his/her thinking and

‘thence into doing some ox all of it.’

5. Consultatinn occurs on a peer relationship basis.

*  Consultant and- coneultee aust be "equal" on the
conceptual level .of acceptance of each other's ex-
periences. That is to say, respect the levn:l of
knowledge and experience brought by both the con-
sultan% and the consultze.  Declgions must be from

, acioss the bhoard and not from one level to the .
other : ;o .

. Consultation ie & more than valid role for the Related Service

i Personnel in the public school setting. With the increase of
specialization in all areas, it becomes more important to call én

. & gpecialist for helyp and/or advice.- Let us look briefly at a Q\\
‘few of the basic requirements ofﬁconSultationI

1. A need must exist. That is, there must be a proo-
. ler that can be stated. It may be the responsi-

i bility of the consultant to help sort through
several comments or complalnts to get to the badsge
problem.

2. The consultant must have. knowledge and experiencs,
pPlus resources, in his/her own specialty. He/she -
must z2lso understand the apecialty'e relationship
to other services.

3. . The consultant needs adequate advance preparation.
Specifically, there should be a full orientation
to the problem before attempting to offer alter-
natives.

4. 'The consultant muet also underetand the effect that |
the poseibillty of and the actnal fact of change
could have on the consultee.

5. Basic to all coneultatlon ig the eetablishment of

rapport. . .
6. Rffective communlcatlon and appropriate inter- g
personal interactions are eesentlal for the con- :
© ' "stltant.
- 7. Fac¢t and opinlon ehould be clearly eeparated

8. Thu consultation should aid in the posing of nu-
merous alternativd¥ as there is aimosc always
moxe than one method to reach a given gnals

1l
e
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9, Consultation should take the form of recommendation
and suggestions. This requires a release of the
responsibility of the actions to ancther.

West (1973) is careful to state five additional requirements
for a consultant. These rocommendations are especially important
for the Related Service person in the public schools who also has
ethlcal rasponsibilities to the profession. Theay are:

...accepting the individual and moving at the indi*
vidual's pace, ,

.».listening with a third ear,

...understanding and coping with resistance and
rejection,

...working within the agenéy structure, and

...commitment to confidentiality.
/

There is, of course, no one answer to the many Guestions about
consultation as a part of the services available t» the public
scheools., What is needed is a basic understanding of what consul-
tation is, and what it is not. It then becomes the responsibility
of the professionals planning to provide the service to set the
limits within whichk they can function.

There 1s one more major consideration of which the related
servicz provider must be aware. That is the issue of contract or
written agreement. If one is to function as a true consultant and
expect reimbursement, then the 'ground rules' must be outlined
early in the prccess. The following seven suggestions are cffered
as "food for thought" before entering into a contract or agreement.

'l. Complete description of service to be offered

...what are the required qualifications of the ser-~
vice provider?...who is the provider responsible
»to?...are there other consultants involved in the
same or a related task?

2. Definitions of responsibilities for both the re;ated
service provider and the school or facility in terms
of:- scope of the program; limitation of service;
superviSLOn, records and reporting; supplies, equip-

" ment; and maintenance; and the location in whlch the

- - services are to bhe rendered.

3. Insuran¢e krovisions

4. Time limlt of the agreement or contract to include:

' dates the agreement/contract is to begin and end,
and -the termination clause. , °

5. Method and amount of reimbursement

6.’,Respon51b111t1es for written products such as indi-

M“vldual education&l plans and evaluation summaries.
7. gignatures...please be sure that the agreement/
contract i1s signed by >oth the consulcant and a
represent;"e of the school.

P
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Consultation in the public schools offers a wide variety of
challenges that should be undertaken by the experienced related
service person. The consultation process can be a mutually
satisfying experierice for both the consultant and the agency with
the most pleasing endproduct of improved service for the studenr:
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